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Abstract 
Teaching Practice and Style in the Context of Change in an Urban School District 
Janet C. Samuels 
Dr. Elizabeth Haslam 
 
 
School districts are constantly confronted with change stemming from the 
social, economic and political pressures of our society. Much of this change 
impacts the very core of school organizations; especially those deeply entrenched 
within schools, such as teachers. Despite the successive waves of change, 
teachers make a critical difference in what children learn (Education Trust, 1999). 
The focus of this study was to examine how teachers continue to provide good 
educational practice by adapting their own teaching style during a period of 
change within an urban school district. A mixed methodology design, which 
includes both quantitative and qualitative methods, was used in this study. 
 There were three significant findings in this study. The first significant 
finding revealed there is a correlation between teachers’ style or creativity and 
their practice or effectiveness. The second finding is that although teachers have 
the appropriate learning environment, including books, writing materials and 
equipment, they are not using these materials to engage students in learning 
with great frequency. The third finding is that although teachers view change as 
x 
difficult, frustrating and overwhelming, they find creative ways to cope with the 
continuous change in the school district. These findings have significant 
implications for the professional development and training of teachers. 
 
1 
Chapter 1:  Introduction 
 
1.1 Educational Change and Teachers 
 
School districts are constantly confronted with change stemming from 
the social, economic and political pressures of our society.  Much of this change 
has ranged from changing school management models to how schools are 
funded (Evans, 1996). It has become apparent that schools are not immune to 
the competitive pressures confronted by corporate America (Evans, 1996). In 
1985, few would have taken seriously the idea of corporations and companies 
running schools for profit, or that Baltimore and Hartford would hire such a 
company, or that in 2002, the possibility of privatization loomed in 
Philadelphia. Change such as this impacts the very core of school 
organizations. Fullan (1993) argues that because change is so complex and 
fraught with unknowns, those deeply entrenched within schools, especially 
teachers, are greatly affected. 
This study focused on the relationship among teaching practice and 
teachers’ style during a period of change.  This study included both 
quantitative and qualitative research methods to determine if and how 
teachers’ practice and their teaching  style help them contend with change.  
2 
The School District of Philadelphia could become home to the most 
competitive and experimental marketplace for public education in the country 
(Snyder, 2001). The school management model, a major component of the plan 
to reform the School District of Philadelphia, has resulted in for profit 
companies including Chancellor Beacon and Edison Schools, Inc. partnering 
with community entities, including politicians, businessmen and members of 
the clergy, to run 70 of the lowest performing schools in the district.  
This change is a major shift in the School District of Philadelphia’s 
management model that had existed for decades. Since its inception, a 
Superintendent of Schools ran the district. In 1995, no one could have foreseen 
that the management model would shift from seven sub-districts to twenty-
two clusters under David Hornbeck’s tenure or, that in 2001, the management 
model would change from twenty-two clusters to ten academic areas. In 2000, 
organizational change resulted in a chief executive officer that possessed little, 
if any, background in the field of education, a chief financial officer and a chief 
academic officer appointed to manage the School District. In 2002, a dramatic 
organizational change resulted in the Board of Education being replaced by a 
five member School Reform Commission, appointed by the Governor of 
Pennsylvania and the Mayor of the City of Philadelphia to run the School 
District. 
Public debate on the funding of urban districts such as the School 
District of Philadelphia has resulted in change and caused the very nature of 
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public schooling to be examined (Lambert, 1996). The School District of 
Philadelphia faced a $200 million deficit at the end of the school year 2002 and 
as much as $1.4 billion over the next five years (Fitzgerald, 2001). The district 
contends that this dilemma is the result of the inequity of school funding and 
the fact that since the 1970-71 school year, the State of Pennsylvania’s share of 
the cost of public schools dropped from 54 percent to less than 37 percent. 
Furthermore, during the 1990s, a series of changes in state aid ratios drained 
more money from schools (Fitzgerald, 2001). Critics, however, contend that 
school funding problems are a result of the City of Philadelphia’s failure to 
expand the revenue base to keep pace with the needs of the school district and 
are also due to the district misappropriating funds (Schweiker, 2001). 
The internal and external chaos, within the School District of 
Philadelphia, has affected classroom teachers in the unpredictability and 
variability that impacts all levels of the district. In a report conducted by the 
Consortium for Policy Research in Education (2001), it was reported that 
between April 1999 and December 1999, a total of 2,257 teachers retired or 
resigned from the School District of Philadelphia, many to pursue other 
careers, including teaching positions in other school districts.  This 
phenomenon regarding the teaching staff contributes to instability that impacts 
all levels of the district. 
Teacher mobility and instability further compounds the issue of 
unpredictability and variability in the School District. A study conducted by 
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Offenberg and Xu (1999), analyzed employment records of 7,049 of the 11,000 
teachers working in the School District of Philadelphia from 1996 to 1999, and 
reached the following conclusion. The percentage of teachers new to their 
elementary schools ranged from six percent to 83 percent. The average percent 
of middle school teachers new to their schools varied from 13 to 61 percent and 
the percentage of teachers new to their high schools varied from 22 percent to 
64 percent.  
In a study focusing on new middle school teachers conducted by Useem 
(1999), the findings show that “almost half of the seventh and eighth grade 
teachers in the School District stated that they were unhappy with their grade 
placements and two-fifths of them claimed they were not well prepared to 
teach those grade levels” (p.7). This factor further contributes to the internal 
chaos in the district.  
As Fullan (2001) notes, educational organizations are paradoxes, as 
evidenced by the discontinuous change in the management and funding of the 
School District of Philadelphia. Chaos or complexity theory may have great 
relevance, as argued by Stacey (1996), as organizations reach for stability. 
Forces that inhibit stability stem from decentralization and isolation, and these 
forces permeate the School District of Philadelphia. Change, according to 
Fullan (1993), is uncontrollably complex and must be confronted for 
breakthroughs to occur. Most change efforts are couched in terms of improving 
schools or the quality of schools. However, according to Hess (1999), most 
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change has little to do with improving education. Although, the forces of 
change create confusion, frustration, and discouragement (Fullan, 2001), 
teachers must contend with this complexity. As change increases teachers view 
change efforts in a skeptical manner. Csikszentmihalyi (1990) argues that those 
who cope well with the forces of change are able to determine the quality of 
their lives. 
As evidenced by the School District of Philadelphia, teachers live in a 
constantly changing educational environment. This constantly changing 
environment requires teachers to be creative problem solvers. A number of 
researchers discuss the importance of creativity (Csikzentmihalyi, 1996; 
DeBono, 1970; Torrance, 1994; Treffinger, Isaken and Dorval, 1994), but little 
research discusses the creativity or style of teachers in the context of change. 
Despite the chaos and continuous change, teachers can make a 
difference in the academic lives of children (Education Trust, 1999). A study 
conducted by William Sanders (1996) revealed that teacher practice or 
effectiveness has an important impact on the achievement of students. 
Effective or quality teachers have strong content knowledge, high expectations, 
are good communicators and analytic thinkers and have a relentless 
commitment to ensuring that all children learn (Education Trust, 1999).  
Sanders’ (1996) study revealed that students assigned to the top 20% of 
teachers made nearly four times the learning gains of students assigned to 
teachers in the bottom 20%.  As change continues to prevail in education, there 
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is a need to examine how teachers cope with change and support those 
conditions that bring about children’s learning. 
Faced with the increasing complexity of change, teachers need to be 
creative in their approach to managing change. Torrance (1994) defines 
creativity as a breakthrough in thinking; “ the process of sensing problems or 
gaps in information, forming ideas or hypotheses, testing and modifying these 
hypotheses, and communicating the results” (p. 28).  Four characteristics 
Torrance (1994) describes by which individual creativity can be assessed 
include: fluency, the ability to produce a large number of ideas; flexibility, the 
ability to produce a large variety; elaboration, the ability to develop, or 
embellish an idea; and originality, the ability to produce new, unusual, 
innovative ideas. 
Researchers have noted that creativity can be important to all people 
and at any point in their lives (Csikzentmihalyi, 1996; DeBono, 1970; Torrance, 
1994; Treffinger, Isaken and Dorval, 1994). Torrance (1994) indicates that “some 
degree of creativity occurs whenever a person solves a problem for which he or 
she has no previously learned or practiced solution” (p.27). Creativity 
researchers, Treffinger, Isaken and Dorval (1994) stress that “Creativity can be 
seen in any area of human endeavor and exists wherever and whenever people 
direct their effort toward new or original ideas, expanding or refining 
important parts of their life and surroundings, or solving ambiguous, novel or 
complex problems” (p.9). Perhaps creativity may be helpful for teachers as 
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they seek new ideas or struggle to deal with complex issues associated with 
change.  
Creativity should not be thought of as associated only with traditionally 
artistic or cultural endeavors (Treffinger, Isaken and Dorval, 1994). Creativity 
is a skill that can enhance the quality of life for individuals and organizations. 
Carson and Runco, (1999) explain that it is essential for adults and children to 
have opportunities to develop creativity and use creative problem solving to 
enhance coping abilities in daily life.  
Furthermore, coping, as defined by Carson and Runco (1999) p. 167, is 
an action-oriented process that includes but is not limited to intellectual 
problem-solving abilities and internal regulation of thought, emotions and 
defenses. Creative problem solving is a well organized, deliberate set of 
methods that can be used whenever there is a need to generate new ideas or 
solutions. Creative problem solving is necessary for the resolution of tension 
and disequilibrium, which contributes to the stress in daily life (Carson and 
Runco, 1999). Creativity and creative problem solving strategies are used in a 
wide variety of populations, social and cultural settings (Csikzentmihalyi, 
1996; DeBono, 1970; Torrance, 1994). The intent of this paper was to study 
whether there was a correlation between teacher practice or effectiveness and 
teaching style in the context of change within the Philadelphia school system. 
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1.2 Problem Statement 
 
Although the literature discusses the importance of style or creativity 
(Csikzentmihalyi, 1996; DeBono, 1970; Torrance, 1994; Treffinger, Isaken and 
Dorval, 1994), there is little research on the style or creativity of teachers in the 
context of change. Creativity may be one of the most important components 
missing from the discussions on teachers coping with change.  
Reports such as the National Commission on Teaching and America’s 
Future (1996) entitled, What Matters Most: Teaching for America’s Future and 
Haycock’s (1998) Good Teaching Matters, have documented the need for 
effective teachers. However, this literature has overlooked whether there is a 
relationship between coping with change and creativity. 
Change represents a personal and collective experience characterized by 
loss, anxiety, and uncertainty. Fullan (1991) argues that whether change is 
internal (direct) or external (indirect) to a school, each teacher in the 
organization is affected by change.  Although, the forces of change create 
frustration, Fullan, (2001) states that teachers must struggle with this challenge.  
Consistent failure of change efforts has resulted in teachers often viewing 
change with much skepticism (Hess, 1999). Csikszentmihalyi (1990) argues that 
those who contend with the forces of change are able to determine how it will 
affect their lives. 
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As evidenced by the changes in the School District of Philadelphia, 
creativity may be necessary for teachers to deal with change efforts and for 
maintaining the focus on teaching and learning. 
1.3 Research Questions 
 
The purpose of this study was to explore how teachers continue to 
provide good educational practice by adapting their own teaching style during 
a period of change within an urban school district. 
The major question this study examined is: 
1.     What is the relationship between teachers’ practice and style during 
a period of organizational change? There are also two subquestions that were 
investigated: 
1a.  Is there a relationship between the three scales on the Torrance Tests 
of Creative Thinking (originality, elaboration and fluency) and the 
four scales on the Early Language and Literacy Classroom 
Observation (literacy environment; general classroom environment; 
language, literacy and curriculum; and literacy activities)? 
1b. Is there a relationship between teachers’ experiences related to 
change  
       and their teaching practice? 
 
10 
1.4 Relevance of the Study 
 
Perhaps more than ever, it is vital for teachers not only to be aware of 
their style and creative abilities but also to develop these skills to their fullest 
potential. According to Treffinger, Isaken and Dorval (1994), creativity can be 
useful for, “breaking away from habits that limit us; expanding our vision; 
doing today’s tasks better; discovering new personal opportunities and 
challenges; enhancing personal health and satisfaction in life; attaining career 
successes and productivity, and expanding the quality and enjoyment of life 
for ourselves and others” (p. 11).  Creativity can be an important tool and may 
be used at any time in one’s life (Csikzentmihalyi, 1996; DeBono, 1970; 
Torrance, 1994; Treffinger, Isaken and Dorval, 1994). The constantly changing 
environment requires teachers to be creative. There is a need for teachers to be 
flexible to manage their many responsibilities and adaptable to withstand the 
challenges of their role. Research suggests that creativity is a style or approach 
that can be nurtured and taught (Csikzentmihalyi, 1996; Torrance, 1994; 
Treffinger, Isaken and Dorval, 1994). Therefore, understanding creativity may 
support teachers in the midts of change.  
Baseline data from this study demonstrated that teachers using sound or 
effective educational practices have heightened style or creativity and that they 
used this style to cope with change. Therefore, perhaps creativity should be 
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nurtured for teachers and should form the foundation of professional 
development activities. 
 
1.5 Overview of the Methodology 
  
This study examined if and how teachers use educational practice and 
their own teaching style during a period of change in the School District of 
Philadelphia. This study focused on the relationship between teaching practice 
and style. 
 This study involved both quantitative and qualitative research methods. 
Teachers’ practice or effectiveness was measured through the Early Language 
and Literacy Classroom Observation. Furthermore, an assessment was used in 
the study to measure teachers’ style or creativity: the Torrance Tests of 
Creative Thinking. Teachers’ ability to cope with change was closely examined 
through a series of in-depth interviews. A correlation coefficient was used to 
determine the relationship between the Torrance Tests of Creative Thinking 
and the Early Language and Literacy Classroom Observation.  
This study used baseline data to determine if and how teaching practice 
and style is used to cope with change. The data collected in this study was 
analyzed by group in order to maintain the anonymity of the participants. 
12 
 There were total of 51 grade 1, 3, and 5 certified teachers randomly 
selected, from the seventeen elementary schools in the West Region of the 
School District of Philadelphia, to participate in the study. Four of the 
seventeen elementary schools have been identified as partnership schools, sites 
managed by an educational management organization as of September 2002.  
A Table of Random Numbers was used to select the teachers. This table 
was based upon a list of numbers whose sequence was determined purely by 
chance. Such a table can be used to select subjects at random from a population 
or assign subjects at random to treatment (Vockell and Asher, 1995). Of the 51 
teachers randomly selected to participate in this study, 10% of the teachers that 
scored the highest on the Torrance Tests of Creative Thinking were selected for 
in-depth interviewing.  
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1.6 Summary 
 
The unpredictable change in the School District of Philadelphia has 
ranged from changing the type of entities that operate the organization to how 
the district is funded (Evans, 1996).  Much of this change stemmed from social, 
economic and political pressures and has little to do with making educational 
improvements and has resulted in chaos or uncertainty. Change is extremely 
complex and full of unknowns (Fullan, 1993) and deeply impacts those 
entrenched with schools, especially teachers.  
Despite the successive waves of change, research has shown that 
teachers can make the crucial difference in what children learn (Education 
Trust, 1999). The constantly changing environment requires teachers to use 
their own style or approach and be creative problem solvers. Creative problem 
solving is a deliberate style and well organized set of methods that allows 
others, including those deeply involved with schools, such as teachers, to 
generate new ideas and solutions. Creativity and creative problem solving is 
necessary for the resolution of tension and disequilibrium, which contributes 
to the stress in daily life (Carson and Runco, 1999).  
Creativity can be important to all people and has been defined as a 
successful step into the unknown, getting off the main track, breaking out of 
the mold or rut, being open to experiences and permitting one thing to lead to 
another, recombining ideas or seeing new relationships (Torrance, 1994). 
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Creativity is important in the educational process of learning how to learn. 
Torrance (1994) indicates that “some degree of creativity occurs whenever a 
person solves a problem for which he has no previously learned or practiced 
solution” (p. 27).  According to Carson and Runco, (1999) it is essential for 
adults and children to have opportunities to develop creativity and creative 
problem solving to increase their coping abilities. Creativity and creative 
problem solving strategies are used in a wide variety of populations, social and 
cultural settings and is a skill that can enhance the quality of life for 
individuals and organizations (Csikzentmihalyi, 1996; DeBono, 1970; Torrance, 
1994) and may be helpful for teachers as they struggle to deal with change. 
Although the literature discusses the importance of creativity 
(Csikzentmihalyi, 1996; DeBono, 1970; Torrance, 1994; Treffinger, Isaken and 
Dorval, 1994), there is little research that discusses the creativity of teachers in 
the context of change. The results of this study will generate literature on the 
relationship between teachers’ style and their ability to cope with change. 
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Chapter 2:  Literature Review 
 
 Change has been the constant in the landscape of urban schools during 
the past few decades. Despite the continuous change, teachers’ practice can 
make the crucial difference in what children learn. The way effective teachers 
cope with change can make a big difference in what teachers accomplish in the 
classroom.  
 Our emerging understanding of the critical importance of teaching 
practice has profound implications. Yet limited attention has been placed upon 
teachers’ practice and style or creativity. The review of the literature provides a 
conceptual framework for understanding the relationship between teachers’ 
practice or effectiveness and style or creativity during a period of change in an 
urban school district. For the purpose of this study teaching practice is referred 
to as teacher effectiveness.  
The review of the literature begins with an examination of change and 
reform in education and the effect on teachers. The second section of the 
review focuses on teachers’ practice or effectiveness and quality and the impact 
on student achievement. The third section examines creativity and the 
implications of the use of creativity for teachers. 
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2.1 Change and Reform in Education 
  
Change and reform has had a long history in education. Attempts to change 
or reform our nation’s schools can be traced to the turn of the century. Our 
history documents the efficiencies of Taylor and the progressivism of Dewey, 
but it does not provide definitive answers that will guide our practice as we 
continue to face major educational change and reforms (Radnor, 2000). The 
rhetoric with each new change or reform over the past one hundred years is 
amazingly similar.  In 1893, the Committee of Ten of the National Education 
Association issued a report that argued for greater quality and more flexibility 
in academic studies. This was followed by a series of changes and reforms 
about curriculum and pedagogy.  Prior to the standards movement that 
occupies many theories and guides much of the education practice of today, 
we can look at the change and reforms that stemmed from the Sputnik era. At 
that time fears of Soviet dominance in space resulted in millions of dollars 
being dedicated towards remediating a presumed educational lag.  The 
Elementary and Secondary Act followed this in 1965 and called for additional 
transformation of the American educational system. The publication of A 
Nation at Risk in 1983 prompted further change, which ultimately resulted in 
standards-based reforms.  
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Much of the 1990’s was steeped in change and reform efforts that 
focused on four areas, all linked to raise academic standards: developing 
standards and assessments; modernizing delivery systems; improving teacher 
quality; and increasing equity and efficiency in education spending. Efforts to 
modernize the public education system through choice, charter schools, site-
based management, and an overall flexible and performance-based approach 
are the hallmarks that mark the change and reforms of the present. 
The rate of both planned and unplanned change in education has been 
spurred by technological, social, economic and political factors. Over the last 
decade change in education has increased sharply. As change accelerates, 
according to Evans (1996), it ceases to be incremental; it virtually explodes and 
becomes discontinuous.  Many strategic thinkers have equated the change in 
education with the chaos theory. Chaos theory, a growing body of thought, 
calls for a sharp revision in the assumption that the world is orderly and 
predictable and that, given sufficient information and perspective, everything 
can be understood. Chaos theory sees systems as not only complex but also 
spontaneous and most importantly, as unpredictable (Peters, 1987). Strategic 
thinkers view change as a struggle to shape processes that are complex and 
elusive. Change results in an emerging outcome that will be modified during 
the process of implementation as internal and external conditions shift, data 
accumulate, and judgment dictates, (Evans, 1996). According to Fullan (1991), 
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whether the source of change is external or internal to a school, teachers are 
greatly affected. 
Cuban (1988) and Sarason (1990) have questioned why so many changes 
have taken place over the last century, yet change and school reform appears 
much the same as it’s always been. Much of the categorization of changes that 
have taken place, according to Cuban (1988) may be described as first–and 
second-order changes. First-order changes attempt to improve the efficiency or 
effectiveness of what is currently done. Second-order changes try to alter the 
way an organization is put together, changing its goals, structures, and norms. 
Change related to school restructuring is considered a second-order change. 
Many second-order changes have largely failed. Second-order change requires, 
not only that people do things differently, but change their beliefs and 
perceptions. Most of the changes that have taken place since the turn of the 
century have been first-order changes that have attempted to improve what 
already existed. Changing the structure of schools is not an easy task. In order 
to change a school organization’s structure, rules, roles and relationships in 
addition to beliefs, values and knowledge of those in the organization must be 
addressed (Evans, 1996).  
 Most of the change in education has little to do with changing the 
educational system. According to Sarason (1990), most reforms or change is 
couched in terms of improving schools or the quality of education. In most 
cases change efforts are not the solutions to problems in schooling, especially 
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in urban districts, and have little to do with improving education at all (Hess, 
1999; Sarason, 1990).  Organizational change has essentially become a tool that 
legitimizes the performance of schools. Hess (1999) argues that by embracing 
change, policymakers recognize public dissatisfaction with school performance 
and use change to demonstrate that reform is underway. Change is not 
necessarily about producing results. Policymakers use change as a tactic to ease 
political tension rather than focus on improving teaching and learning.  
According to Elmore (2002), change is generally regarded as positive, even 
when it achieves no discernible results. He states that from the perspective of 
outsiders--- administrators, parents, and policymakers--- schools involved in 
change appear to be ‘doing something.’  For these reasons, change is seductive 
and energizing. Furthermore, Elmore (2002) contends that schools are 
accustomed to changing routinely even without producing any improvement.  
A research study conducted by Hess (1999) during 1992 –1995 examined 
the nature of change or reform in schools. This study of a stratified random 
sample of fifty-seven urban school districts in the United Stated used an 
interview instrument consisting of open-ended and closed ended questions 
that permitted both quantitative analysis of the results and narrative 
discussion of the findings (Hess, 1999).  The data revealed that respondents 
considered change to be the constant norm. The results further showed that 
although change and reform initiatives are not bad ideas, there is a paradox 
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that indicates conditions that drive education policymakers to adopt change 
makes large scale success highly unlikely.  
A research study conducted by Hill, Campbell and Harvey (2000) in 
collaboration with the Brookings Institute examined change initiatives in six 
American cities: Boston, Memphis, New York City District 2, San Antonio, San 
Francisco and Seattle. The study revealed that problems with change efforts 
stemmed from, change in management – the loss of a superintendent and 
disconnected succession; weakening of support from the school board; teacher 
resistance; failure to sustain funding; and temporizing through delay with 
implementation and the introduction of competing initiatives. The study 
concluded that most change proposals are not able to produce the outcomes 
they seek; therefore there is a constant search for new ideas. 
Traditional organizational change often fails in education because its 
designers underestimate the opposition reform generates and the power of 
staff to resist.  Change is almost certain to encounter problems when its 
implementation is defined according to only one reality –its creator. Fullan 
(1991) asserts this is due to the subjective reality of the implementer and, in 
schools, it’s the personal experience of the teacher. According to Fullan (1991), 
change depends crucially on the meaning the change has to those who must 
implement it. The rapid succession of change distracts teachers from the core 
functions of teaching and learning. As change increases, the stress and 
uncertainty of teaching results in teachers viewing change efforts with a 
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skeptical eye. As a result, teachers have discouraging experiences with reform 
and learn to see change efforts as an institutional imposition (Hess, 1999).  
“American education is awash in faddish innovations that sweep 
through the profession,’ notes Chester Finn, the former assistant secretary of 
education. “Because of this faddishness, American education often appears to 
be in the throes of ceaseless change. Yet few of these innovations endure. 
Fewer yield improved results. And nearly all of them are made within the 
boundaries of the old design” (Finn, 1997, p. 229). Despite the litany of change 
that has taken place over the years, teachers have been at the helm of the 
implementation. However, the literature is rather limited about how change 
affects teachers in the classroom. 
Change associated with school management models that have resulted 
in school takeover or privatization is unprecedented in United States history. 
The impact that this change may have upon teachers is not documented in the 
literature.  
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2.2 Teachers 
 
There is growing concern over the condition of education and the need 
for excellent teachers. At the center of educational reforms to raise standards, 
reshape curricula, and restructure the way schools operate is the call to 
reconceptualize the practice of teaching. Now more than ever, teachers are 
being asked to learn new methods of teaching, while at the same time facing 
greater challenges of rapidly increasing technological changes and greater 
diversity in the classroom (National Center for Education Statistics, 1999).  
Providing a profile of teacher quality or effectiveness is not an easy task. 
Teacher quality or effectiveness is a complex phenomenon.  There is little 
consensus on what it is and how to measure it. Definitions of teacher quality or 
effectiveness span from those that focus on what should be taught and how 
knowledge should be imparted to the type of knowledge and training teachers 
should possess. However, two factors that most observers agree upon which 
characterize teacher quality include 1) teacher preparation and qualifications; 
2) and teaching practices. Teacher preparation and qualifications refer to 
preservice learning, such as postsecondary education and certification – and 
continued learning such as collaboration with colleagues and professional 
development. Teaching practices includes the actual behaviors and practices 
that teachers show in their classrooms. The Education Trust (1999) stress that 
effective or quality teachers should have strong content knowledge, high 
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expectations, are good communicators and analytic thinkers and have a 
relentless commitment to ensuring that all children learn. Research studies and 
reports have documented reforms taking place in education across the United 
States, more specifically in teacher preparation (Education Trust, 1999; 
Goodlad, 1990; Haycock, 1998; W.K. Kellogg Foundation, 1999).  Despite 
decades of education reform and recent strides in outlining what must be 
done, our teacher preparation system is still a long way from providing new 
teachers with a solid foundation and the support they need to ensure that all 
children have the opportunity to learn and succeed in our increasingly 
demanding and diverse society (W.K. Kellogg Foundation, 1999). 
 According to the Education Trust (1999), dissatisfaction with teacher 
preparation has been a feature of the educational landscape since the early 
1980s. Since then, there has been a constant flow of ideas in papers, proposals, 
organizations, and forums, including the Holmes Group attempt to mobilize 
research universities to reform their teacher education programs. One 
noteworthy effort includes John Goodlad’s Center for Educational Renewal. 
Goodlad’s (1990) study, conducted over a five-year period, included selected 
samples to represent six types of colleges and universities that prepare 
teachers. Goodlad’s (1990) qualitative and quantitative research was based 
upon case studies of the institutions, interviews and questionnaires completed 
by thousands of future teachers near the end of their preparation programs 
and by a broad sample of faculty members. The data reveal many less than 
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satisfactory educational practices and the apparent persistence of these year 
after year.  Goodlad’s study reveals the need for reform and programmatic and 
institutional changes in teacher preparation programs. 
According to the Education Trust (1999), two consistent threads of 
activity are present across various reform groups: one focuses on increasing 
cooperation between arts and science departments and education departments 
and the other is aimed at improving the clinical portion of teacher training.  
The Education Trust (1999) argues that despite the promising indications that 
curriculum development and professional development of teachers work best 
together, there is no indication that this is taking hold on any scale.  Reform 
efforts of state and federal policymakers are urging better quality in teacher 
programs, providing new funding and pressing for more accountability for 
results. These changes, reflected in the National Commission on Teaching and 
America’s Future 1996 report What Matters Most, demand reforms in areas that 
stem from accreditation to licensure to teacher hiring and evaluation. Many 
reformers argue that this set of reforms are the best chance that children have 
to get the teachers they need (The Education Trust, 1999). Haycock’s (1998) 
research indicates that getting well-qualified teachers to the neediest students 
could close the achievement gap by as much as two-thirds.  Research confirms 
that teacher knowledge of subject matter, student learning, and teaching 
methods are all-important elements of teacher effectiveness (Darling-
Hammond, 1996; Haycock, 1998).  
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There is considerable research that shows the importance of teachers’ 
content knowledge and the effect on students, especially at the middle and 
high school grade levels. This phenomenon is especially evident in 
mathematics and science. A study conducted by Goldhaber and Brewer 
examined this relationship using data from the National Educational 
Longitudinal Study (NELS) of 1988. This study revealed a significant positive 
relationship between teachers’ degrees and students’ achievement. A study 
conducted by Harvard’s Ronald F. Ferguson examined the relationship 
between student achievement and teacher performance on a basic literacy 
exam, the Texas Examination of Current Administrators and Teachers 
(TECAT) which was administered to all teachers and administrators in Texas 
in 1986. Ferguson’s data revealed a significant positive relationship between 
teacher test scores on the TECAT and student scores on the Iowa Test of Basic 
Skills. Teachers scoring higher on the TECAT were more likely to produce 
significant gains in student achievement than their lower scoring counterparts. 
Perhaps the work of the National Board for Professional Teaching 
Standards (NBPTS) will increase our understanding of teaching knowledge 
and skill (The Education Trust, 1999; Steeves and Browne;1999). The NBPTS 
has set high and rigorous standards for what accomplished teachers should 
know and be able to do. The NBPTS standards have guided the development 
of an assessment process designed to identify highly accomplished teachers. 
The certification process requires teachers to document their mastery of their 
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content area and a variety of teaching skills and to demonstrate professional 
teaching excellence (Steeves and Browne, 1999). The NBPTS summarizes good 
teaching into five core propositions: teachers are committed to students and 
their learning; teachers know the subjects they teach and how to teach those 
subjects to students; teachers are responsible for managing and monitoring 
student learning; teachers think systemically about their practice and learn 
from experience; and teachers are members of learning communities. 
According to the Education Trust (1999), these propositions and their 
supporting descriptions are well documented by research and may become the 
prevailing rubric for schools, districts, and teacher preparation programs for 
judging teacher effectiveness. 
Furthermore, studies show that teacher expertise is the most important 
factor in student achievement. Over the last decade, many large and small-
scale efforts have been launched to improve the preparation of teachers based 
on the assumption that better teachers are good for students.  A study 
conducted by Sanders and Rivers (1996) found substantial differences in the 
achievement gains exhibited by students who have excellent teachers as 
compared to those who have ineffective ones. According to the study, 
conducted at the University of Tennessee, students assigned to the top 20% of 
the state’s teachers made nearly four times the learning gains of students 
assigned to teachers in the bottom 20% (Sanders, 1996). These differences were 
evident among students at all prior levels of achievement, and across racial, 
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ethnic and income groups. In this study, Sanders (1996) grouped teachers into 
quartiles based on their effectiveness in producing student gains. This study 
examined the impact of teacher effectiveness on the learning of different types 
of students, from low – to high – achievers. The results of the study showed 
that the least effective teachers produced gains among low – achieving 
students of about 14 percentile points during the show year, while the most 
effective teachers demonstrated gains among low – achieving students that 
averaged 53 points.  
Results from a Boston Public Schools study of the effects teachers have 
on learning further reinforce the importance of teacher quality. The study 
revealed that in one academic year, the top third of teachers produced as much 
as ten times the learning growth as the bottom third of teachers. The study 
showed that 10th grade students taught by the least effective teachers made 
nearly no gains in reading and even lost ground in mathematics (Boston Public 
Schools, 1998).  The Education Trust (1999) would agree, effective teachers get 
learning gains no matter what kinds of students are sitting in front of them.  
The school reform movement has ignored the obvious: What teachers 
know and can do makes the critical difference in what children learn.  If 
students are going to be held to high standards, they need teachers who know 
the subject matter and know how to teach. Yet large numbers of minority 
groups are taught by teachers who do not have strong backgrounds in the 
subjects they teach (Haycock, 1998; Villegas, 1998). Student learning in this 
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country will improve only when we focus our efforts on improving teaching 
(National Commission on Teaching, 1996, p7).   
Teachers and teacher quality are critical to the success of students. The 
teacher is generally the core of what happens in the classroom. Hence, the 
teacher is the main source of information and what qualifies as knowledge in 
the classroom (Elmore, 1996). Teachers have the ability to determine the 
climate and the extent to which creativity is used within the classroom. Most 
school districts, according to Hill’s (1998) research, are clear about what 
materials students are supposed to learn, but rely heavily on teacher judgment 
about how it is to be taught. According to Torrance (1994), creativity is a vital 
part of the educational process of “learning how to learn” (p. 39). If creativity 
or style is important in learning how to learn, then perhaps understanding 
how teachers use creativity will help us comprehend the impact that teachers 
have on student achievement. 
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2.3 Creativity  
 
One of the most significant turning points in the modern era of 
creativity research is marked by J.P. Guilford’s presidential address before the 
American Psychological Association in 1950. Guilford’s speech provided the 
conceptual basis for creativity research that framed the vast majority of studies 
for more than twenty years (Guilford, 1970). A review of research journals 
reveals that there is numerous research that used Guilford’s framework and 
that rival paradigms have been unable to dislodge it (Feldman, 
Csikszentmihalyi and Gardner, 1974).  
The history of creative research shows that reasons for conducting 
research in creativity moved away from the pragmatic goals of scientific and 
technological talent identification. Creativity research was recast and revealed 
that creative expression was being suppressed. A major study by Getzels and 
Jackson (1962) differentiated between intelligence and creativity with the hope 
of expanding the concept of intellectual giftedness to include more divergent 
expression. 
Research on creativity demonstrates a varying range in theories and 
definitions (Feldman, Csikszentmihalyi and Gardner, 1974; Guilford, 1970; 
Puccio and Murdoch, 1999; Rhodes, 1961; Stein, 1975; Torrance, 1994). 
Guilford’s basic approach to creativity was to isolate varying traits of 
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intellectual and personality characteristics that individuals might possess in 
greater quantity than others. Divergent thinking is an important concept in 
Guilford’s definition of creativity. Divergent thinking leads to new solutions to 
problems and encourages the unknown or novel ideas.  Guilford believed 
fluency of ideas, flexibility in thinking, and complexity of conceptual structure 
might be traits of creative people. Treffinger, Isaken and Dorval (1994) describe 
creativity as making and expressing meaningful new connections -- a process 
in which gaps, paradoxes, challenges, concerns or opportunities are perceived. 
Furthermore, they express that creativity involves a divergent process that 
begins at a single point and extends in many directions, generating a wide 
variety or unusual possibilities or details that expand on existing possibilities. 
Feldman, Csikszentmihalyi and Gardner (1974) describe creativity as the 
achievement of something remarkable and new, something that transforms 
and changes a field of endeavor in a significant way. Puccio and Murdoch 
(1999) describe creativity as complex by definition. These researchers indicate 
that the basic aspects of creativity include the qualities of the person; aspects of 
the process; characteristics of the products; and the nature of the environment. 
Rhodes (1961) found four categories to define creativity: the person; process; 
product; and the press. These four categories, according to Puccio and 
Murdoch (1999) are used by creativity researchers to design studies, guide the 
measurement philosophy, determine the selection of instruments used in the 
study, and frame the results and interpretations of the study. Stein (1975) 
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stresses that creativity is an elusive concept in part because there is no single 
definition to describe it or to measure it. 
The definition of creativity that will be used in this study comes from E. 
Paul Torrance, a scholar in the field of creativity.  Torrance (1994), indicates 
“Creativity has been defined as a successful step into the unknown, getting off 
the main track, breaking out of the mold or rut, being open to experience and 
permitting one thing to lead to another, recombining ideas or seeing new 
relationships” (p.28). Furthermore, Torrance (1994) describes “creativity as the 
process of sensing problems or gaps in information, forming ideas or 
hypotheses, and testing and modifying these hypotheses, and communicating 
the results” (p.28). There are four characteristics by which Torrance (1994) 
describes how individual creativity can be assessed: fluency, the ability to 
produce a large number of ideas; flexibility, the ability to produce a large 
variety; elaboration, the ability to develop, or embellish an idea; and 
originality, the ability to produce new, unusual, innovative ideas.  
Creativity can be important at any point during one’s life (Carson and 
Runco, 1999; Torrance, 1994; Treffinger, Isaken and Dorval, 1994). Treffinger, 
Isaken and Dorval (1994) argue that creativity can be useful for, “breaking 
away from habits that limit us; expanding our vision; doing today’s tasks 
better; discovering new personal opportunities and challenges; enhancing 
personal health satisfaction in life; attaining career success and productivity; 
and expanding the quality and enjoyment of life for ourselves and others” 
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(p.11). Torrance (1994) identifies abstracting or abstract thinking as a critical 
variable in creativity. According to the Education Trust, abstract thinking is an 
important characteristic of an effective teacher. Perhaps effective teachers use 
creativity in their daily lives. 
 Torrance (1994) indicates that “some degree of creativity occurs 
whenever a person solves a problem for which he has no previously learned or 
practiced solution” (p.27).  Carson and Runco (1999) explain that it is 
important for individuals to have opportunities to develop creativity and 
creative problem solving to increase coping abilities. Coping, as defined by 
Carson and Runco (1999), is an action-oriented process that includes but is not 
limited to intellectual problem-solving abilities and internal regulation of 
thought, emotions and defenses. Creative problem solving according to 
Treffinger, Isaken and Dorval  (1994) is a deliberate process that may be used 
to generate new ideas or solutions. When measuring creative thinking 
processes, psychologists usually rely on problem solution, rather than problem 
formation, as an index of creativity (Cskiszentmihalyi, 1996). Creative problem 
solving is necessary for the resolution of tension and disequilibrium, which 
contributes to daily challenges (Carson and Runco, 1999).  Cskiszentmihalyi 
(1996) asserts that we can enhance our personal creativity in daily life as long 
as we are able to free ourselves from the obstacles to creativity and liberate the 
flow of energy that we have to be creative. 
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The environment is important in the creative process and is important in 
this study. Amabile (1996) conducted extensive research on the impact of the 
work environment. According to Amabile (1996), attention must be focused on 
the work environment if one is to fully understand creative behavior in 
organizations. The Environmental Stimulants to Creativity, Amabile’s (1996) 
nine qualities that promote creativity include recognition; freedom; sufficient 
time to think about a problem and explore different perspectives; good project 
management; sufficient resources; encouragement; various organizational 
characteristics such as collaboration and cooperation; and challenge and 
pressure. Teachers have the ability to determine the environment or climate of 
the classroom and the extent to which creativity is used in the classroom. The 
diversity of assignments and the degree of creative problem solving in the 
classroom environment are determined by activities planned by the teacher. 
For decades our society has viewed creativity as a special gift, limited to 
a small number of extraordinary people.  Johnson (2002) relates that this 
mythology is being replaced with the realization that everyone has the capacity 
to use his or her mind and imagination in constructive ways to demonstrate 
creativity.  Research suggests that creativity can be nurtured and taught 
(Csikzentmihalyi, 1996; Torrance, 1994; Treffinger, Isaken and Dorval, 1994; 
Davis, 1991). While there are a wealth of individual differences in innate 
creative abilities, researchers agree, “ it is absolutely true that every individual 
can raise their skills, creativity productivity, and creative living to a higher 
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level “ (Davis, 1991, p. 236). Creative thinking is a habit of thought cultivated 
by heeding intuition, spurring the imagination, revealing new possibilities and 
inspiring unexpected ideas (Johnson, 2002). As a characteristic of effective 
teaching, creativity involves asking questions, considering new information 
and unfamiliar ideas with an open mind, making connections, especially 
among dissimilar things, freely associating one thing with another, applying 
the imagination to every situation and listening to intuition (Johnson. 2002). 
Luthe (1976) studied inhibitors or blocks to creativity. Factors that 
interfere with creativity according to Luthe (1976) include stereotyped or rigid 
thinking; discouraging creative behaviors by family, teachers, or supervisors; 
lack of self-confidence or motivation; overemphasis on cultural conformity and 
standardization and psychological blocks such as self-depreciation, anxiety, or 
fear of failure.  
Torrance (1994) suggested that school systems tend to discourage 
creativity because quite often, teachers who encourage creativity in their 
students are taking risks by allowing their students to be involved in 
discovery, risk taking and taking leaps into the unknown. Furthermore, he 
asserts that when teachers allow students to engage in these types of learning 
experiences, they lose control. Torrance (1994) indicates many educators have 
demonstrated a sparked increase in creativity research, a demand for 
revolutionary changes in educational objectives, curricula, instruments for 
assessing cognitive and affective growth and educational achievement, 
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instructional procedures, counseling and guidance procedures; in addition to 
supervisory and administrative practices. However, there is limited research 
that examines how teachers use creativity to cope with change.  
 
2.3a Measuring Creativity 
 
There are various approaches used to examine and measure creativity. 
However, much of the work connected with creativity relies on psychometric 
methods. Psychometric methods for the study of creativity are primarily used 
to examine two types of research problems that attempt to learn more about 
creativity and to address the relationship between creativity and other 
cognitive constructs (Plucker & Renzulli, 1999). Psychometric studies of 
creativity have helped provide a foundation for the current understanding of 
creativity. This study will use a psychometric method to examine the 
relationship among teachers’ creative strengths, and their use of creativity to 
cope with change. 
A major contrast to most standardized tests of achievement that 
generally require only one correct answer is the emphasis upon fluency which 
is perceived as an important component of the creative process. Tests of 
divergent thinking require that individuals generate several responses for one 
specific prompt. The Torrance Tests of Creativity and Guilford’s Structure of 
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Intellect (SOI) were among the first tests of divergent thinking. The Torrance 
Tests of Creativity was used in this study.  
The Torrance Tests of Creativity (TTCT) is used to measure the different 
aspects of creative thinking. The TTCT is comprised of two parts: the verbal 
and figural. However, only the figural was used for the purpose of this study. 
The TTCT figural includes picture construction, picture completion and lines, 
or circles. Three creative tendencies are reflected in the activities: finding a 
purpose for something (picture completion); structuring, integrating and the 
opportunity for in-depth presentation of a single object (picture completion); 
and the ability to perceive the same object differently in order to create 
something new (lines and circles). Participants are assessed on five mental 
characteristics: originality, elaboration, fluency, abstractness of titles and 
resistance to premature closure. The TTCT verbal assesses three mental 
characteristics; fluency (a large number of ideas), originality (ideas that are 
unique) and flexibility (variety of ideas), using a six word based activities: 
product improvement; just suppose; asking; guessing causes; guessing 
consequences; and unusual uses.  
 Treffinger (1995) argues that creativity is considered an elusive concept 
that does not have a single definition or instrument for assessment. There are 
general roles according to Treffinger (1995) that support his concern for 
creativity assessment. These roles include: providing baseline data for 
assessing individuals or groups and guiding teachers in planning and 
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conducting appropriate and challenging instruction; helping recognize and 
affirm the strengths and talents of individuals and enabling people to know 
and understand themselves; providing pre-test and post-test data for group 
comparisons for research or evaluation; and providing operational constructs 
to help advance theory and research on creativity. 
 According to Puccio and Murdoch (1999), a broader approach to 
assessment should be used to enable researchers to study creativity with 
greater depth. Furthermore, they suggest that to comprehend the challenging 
interactions that occur in the various aspects of creativity (the person, the 
process, the product, and the environment), the quantitative and qualitative 
aspects of creativity must be measured. 
 
2.4 Summary 
 
Over the last century, change and reform can be traced throughout our 
history.  This rapid and continuous change has been both planned and 
unplanned. Much of this change has been spurred by technological, social, 
economic, and political factors in our society. Change in education has been 
equated with the chaos theory which is based on the paradox and 
contradiction that creative solutions arise out of interaction under conditions of 
uncertainty, diversity and instability (Fullan, 1999). Organizational change has 
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become a tool that legitimizes the performance of schools although in most 
cases change efforts are not the solutions to problems in schooling. Teachers 
are at the core of implementation in this litany of change. The constantly 
changing environment requires that teachers are creative in their approach to 
solving problems. 
The discontinuous change in education can be earmarked by the 
growing concern over the condition of education and the need for excellent 
teachers. Teacher quality or effectiveness is a complex phenomenon. Yet, in 
spite of the continuous change in education, research studies show that quality 
teachers make a difference.  Research studies have shown that teacher quality 
or effectiveness is critical to classroom success. Studies, including Sanders’ 
(1996) research conducted at the University of Tennessee, have shown that the 
most effective teachers produced twice the achievement gains among students 
compared with the learning gains of students with the least effective teachers. 
According to Elmore (1996), teachers are the main source of information and 
determine what qualifies as knowledge in the classroom. Teachers have the 
ability to determine the classroom environment and the extent to which 
creativity is used in the classroom. According to Torrance (1994), creativity is a 
critical part of the educational process of “learning how to learn” (p. 39). If 
creativity is important in learning how to learn, then perhaps this study will 
help us understand if and how teachers use creativity as part of their teaching 
practice and style. 
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Creativity has been defined as a successful step into the unknown, 
getting off the main track, breaking out of the mold or rut, being open to 
experience and permitting one thing to lead to another, recombining ideas or 
seeing new relationships (Torrance, 1994) and can be important to all people. 
Creativity involves a divergent process that begins at a single point and 
extends in many directions, generating a wide variety or unusual possibilities 
or details that expand on existing possibilities. The Torrance Tests of Creative 
Thinking (TTCT), a highly regarded test that measures divergent thinking was 
used in this study. Research studies have shown that creativity has been used 
to help people cope in their daily lives. This research study was needed to 
examine whether creativity is a factor that impact teachers’ ability to cope with 
change. 
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Chapter 3:  Methodology 
3.1 Research Design and Approach  
 
The purpose of this study was to determine if there is a relationship 
between teachers’ practice and style during a period of organizational change. 
A mixed-methodology design was used in this study. This design allowed the 
researcher to mix parts of the quantitative and qualitative paradigm at all or 
many methodological steps including in the introduction, in the literature 
review, in the purpose statement or in the research questions. Although the 
mixed-methodology design is complex, it included the strengths of both 
quantitative and qualitative paradigms (Creswell, 1998). The concept of 
combining quantitative and qualitative approaches, according to Greene and 
his colleagues (1989) has five purposes: to seek triangulation through the 
convergence of results; find different facets of a phenomenon; structuring the 
methods sequentially so the first method used will help inform the second 
method; discovering contradictions while allowing fresh perspectives to 
emerge; and broadening the scope and breadth of a study. The mixed-
methodology design enabled the researcher to answer the question: What is 
the relationship between teachers’ effectiveness and creativity during a period 
of organizational change? 
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  3.1a Quantitative Methods 
 
 Creswell (1998) defines a quantitative study as an inquiry into a social 
or human problem, based on testing a theory consisting of variables, measured 
with numbers, and analyzed with statistical procedures, in order to determine  
whether the predictive generalizations of the theory hold true. Furthermore, 
the quantitative study is intended to develop generalizations that contribute to 
the theory and that enable one to better predict, explain, and understand some 
phenomenon (Creswell, 1998). 
 In quantitative research, the researcher measures behavior or in some 
other way assigns scores, as a result of a data collection process, and uses these 
scores as a basis for making comparisons and drawing conclusions (Vockell 
and Asher, 1995). Quantitative research studies describe the status of subjects 
or programs in relation to context or outcome variables. Vockell and Asher 
(1995) indicate that quantitative methods provide the basis upon which other 
research builds to establish cause and effect and theoretical relationships.  
Quantitative methods in this study involved the researcher using the Torrance 
Tests of Creative Thinking and the Early Language and Literacy Classroom 
Observation to determine the relationship between teaching practice and style. 
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3.1b Qualitative Methods 
 
 Qualitative research as defined by Merriam (1998) is a process of 
understanding and explaining the meaning of social phenomena. Qualitative 
research, according to Rossman (1998), is oriented in the natural world, uses 
multiple methods that are interactive and humanistic, focuses on context, is 
emergent in nature, and is fundamentally interpretive. Merriam (1998) notes 
that the key philosophical assumption upon which qualitative research is 
based is the view that reality is constructed by individuals interacting within 
their social worlds. A major emphasis in qualitative research is to gain 
understanding from the participants’ perspective, which is referred to as the 
emic, or insider’s perspective (Merriam, 1998).  According to Merriam (1998), 
the researcher is the primary instrument for data collection and analysis; the 
research usually involves fieldwork; inductive research is primarily used as a 
strategy; and the product of a qualitative study is richly descriptive. In this 
study the researcher used interviews as a qualitative method for examining 
whether there is a relationship between effective teachers and their experiences 
related to change. 
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3.2 Participants 
 
 The study focused on 51 certified grade 1, 3, and 5 teachers in the School 
District of Philadelphia’s West Region. The School District of Philadelphia is 
presently the fifth largest school district in the United States. The School 
District of Philadelphia is comprised of 264 schools, has a population of 206, 
000 students and 12,500 teachers. The West Region is one of nine regions in the 
School District of Philadelphia and consists of 27 schools, 17, 000 students and 
approximately 720 teachers. 
Participants in this study were identified through random sampling. Of 
the 51 participants, 48 were female and three were male. There were 17 
teachers from each of the three grades represented in the study. Of the 51 
participants, twenty-six were African American, twenty-two were Caucasian, 
two were Asian and one was Latino. The age of the participants ranged from 
25 to 64, with the average age of 43.  
The 51 participants were given the Early Language and Literacy 
Classroom Observation and the Torrance Tests of Creative Thinking. Three 
areas of the Torrance Tests of Creative Thinking: originality, elaboration and 
fluency were correlated with four areas of the Early Language and Literacy 
Classroom Observation: literacy environment; general classroom environment; 
language, literacy and curriculum; and literacy activities.  Ten percent of the 
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participants scoring the highest on the Torrance Tests of Creative Thinking 
were selected by purposeful sampling for interviewing. The four goals of 
purposeful sampling are: to achieve a representation of the individuals, or 
activities selected; to ensure the conclusions adequately represent the entire 
range of variation; to examine cases that are critical for theories being studied 
or developed; and to establish comparisons to illustrate the reasons for 
differences between individuals being studied (Maxwell, 1996).    
 
3.3 Data Collection Procedures  
 
Data collection began after receiving final clearance from the 
Dissertation Chair, Committee Members, the Office of Research and the School 
District of Philadelphia. Participants were asked to complete a consent form 
agreeing to participate in the study (See Appendix). 
Data in this study was collected using the Torrance Tests of Creative 
Thinking, the Early Language and Literacy Classroom Observation, and 
interviews.  
 
46 
3.3a Instrumentation 
 
The research was comprised of both quantitative and qualitative data by 
using instruments as shown in Table 3.1. These instruments were selected 
especially for this study to provide specific data to answer the research 
questions. All participants completed the Torrance Tests of Creative Thinking 
and the Early Language and Literacy Classroom Observation. Ten percent of 
the teachers that score the highest on the Torrance Tests of Creative Thinking 
were selected for in-depth interviewing. 
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Table 3.1  Assessment Methods 
 
______________________________________________________________________ 
Research Question    Method    
  
What is the relationship between  Torrance Tests of Creative Thinking
   teachers’ practice and style     TTCT) (Figural Form) 
during a period of organizational 
change?      Early Language and Literacy 
Classroom 
      Observation 
 
Is there a relationship between the Correlation Coefficient   
three scales on the TTCT (originality, 
elaboration, fluency) and the  
four scales on the ELLCO ( literacy 
environment, general classroom 
environment, language and curriculum, 
and literacy activities)? 
 
Is there a relationship between teachers’  Interview 
experiences related to change and their 
teaching practice?       
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3.5 Description, Validity and Reliability of the Instruments 
 
 3.5a Torrance Tests of Creative Thinking (TTCT) 
  
 The Torrance Tests of Creative Thinking (TTCT) is used to measure the 
different aspects of creative thinking. The paper and pencil test is appropriate 
for use with kindergartners through adults. Torrance (2000) indicates that there 
is an almost infinite number of different ways of thinking creatively. The most 
difficult challenge according to Torrance (2000) is to assemble a reasonable 
sample of the most important means of creative thinking into a battery of tests. 
This resulted in Torrance developing the Torrance Tests of Creative Thinking 
(TTCT). Torrance uses the term “creative thinking abilities” in the TTCT to 
refer to the configuration of mental abilities commonly thought to be related to 
creative achievement. 
 The Torrance Tests of Creative Thinking (TTCT) is comprised of two 
parts: the verbal and figural. However, for the purpose of this study, 
participants only completed the figural portion of the test. The TTCT- figural 
includes picture construction, picture completion, and lines or circles (based on 
which form is used). The TTCT activities reflect at least three creative 
tendencies: finding a purpose for something (picture construction); structuring, 
integrating and the opportunity for in-depth presentation of a single object 
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(picture completion); and the ability to perceive the same object differently in 
order to create something new (lines and circles). 
 On the figural portion of the Torrance Tests of Creative Thinking 
participants were scored on multiple responses to figural prompts based on 
originality, elaboration and fluency. Originality was scored based on statistical 
infrequency. Elaboration of ideas was scored on the number of details added 
within the six sets of limits determined by normative data. Fluency was scored 
based on the number of ideas reflecting varying and unrepeated responses. 
The TTCT scoring also included abstractness of titles which consists of 
synthesizing and organizing processes of thinking, and resistance to premature 
closure. The scoring on the TTCT figural looked for evidence of special creative 
strengths. Thirteen criterion-referenced measures were found on the Checklist 
of Creative Strengths (Table 3.2). The rating on the Checklist of Creative 
Strengths and the average standard score have been good indicators of overall 
creative potential.  
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Table 3.2 Checklist of Creative Strengths 
 
______________________________________________________________________ 
 Synthesis of Incomplete Figures  Emotional Expressiveness 
 Synthesis of Lines    Movement or Action 
 Unusual Visualization   Internal Visualization 
 Storytelling Articulateness   Richness of Imagery 
 Colorfulness of Imagery   Fantasy 
 Expressiveness of Titles   Humor 
 Extending or Breaking Boundaries 
______________________________________________________________________ 
 
 The Torrance Tests of Creative Thinking have been used for over forty 
years and has shown a high level of reliability when administered under 
standard conditions. According to Torrance (2000), it is important to remember 
that creative abilities are susceptible to development through educational 
experiences. Motivation is another important factor that Torrance (2000) 
indicates may influence the test taker’s results and the overall reliability of the 
test.  Test – retest reliability studies have been numerous (Mackler, 1962; 
McGreevey, 1961; Rouse, 1965; Sommers, 1961; Yamamoto, 1962), which have 
demonstrated reliabilities that ranged from .60 to .97. The Scholastic Testing 
Service has also conducted reliability tests over the years to monitor the quality 
of training and scoring of the TTCT. Studies have shown that it is possible to 
maintain scoring reliability. The norm-referenced and criterion-referenced  
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measures are consistently above .90 (Torrance, 2000). To insure validity of the 
study, the researcher used the Scholastic Testing Service, Inc. to score the tests. 
 In Research Review for the Torrance Tests of Creative Thinking Figural and 
Verbal Forms A and B, Torrance (2000) suggests that “The concept of overall 
validity coefficient for tests of creative thinking ability is grossly inappropriate. 
Rather, one should think in terms of a variety of criteria for creative behavior 
and a variety of creative thinking ability involved in these criterion behaviors” 
(p.8). 
 The content and construct validity for the Torrance Tests of Creative 
Thinking was insured through the consistent and deliberate effort to base the 
test stimuli, tasks instructions and scoring procedures on the best theory and 
research available today (Torrance, 2000).  Construct validity has also been 
achieved through the large number of studies that have used the Torrance 
Tests of Creative Thinking. This has resulted in an increased understanding of 
the qualities measured by the TTCT.    
 
3.5b Early Language and Literacy Classroom Observation 
 
The Early Language and Literacy Classroom Observation is a tool used 
to analyze classroom practice and the dimensions of effective teacher practice. 
The Early Language and Literacy Classroom Observation (ELLCO) is 
compromised of four components that include the Literacy Environment 
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Checklist; the General Classroom Environment; the Classroom Observation 
and Teacher Interview; and the Literacy Rating Activities Scale. Each part of 
the Early Language and Literacy Classroom Observation was designed to be 
used together to gather data and develop profiles of classrooms (Smith, 2002).  
The Literacy Environment Checklist provided a way to become familiar 
with the organization of the classroom. The Literacy Environment Checklist, 
which is to be used prior to the Classroom Observation and Teacher Interview, 
produced an inventory and evaluation of literacy related content. The 
Classroom Observation and Teacher Interview consisted of fourteen 
independent dimensions of literacy practice and teacher interview.  The 
dimensions were divided into two categories: General Classroom 
Environment; and Language, Literacy, and Curriculum. The 14 dimensions 
were rated on a scale from 1 (deficient) to 5 (exemplary). The teacher interview 
was designed to supplement the information recorded during the observation. 
The Literacy Activities Rating Scale provided a method for summarizing the 
literacy-related activities observed. 
According to Smith (2002), this instrument was designed with the 
following central premises: 1) teachers are responsible for engaging children in 
learning activities that reinforce appropriate skills; 2) teachers have a 
responsibility to understand, evaluate, and respond appropriately to different 
learning needs; 3) decisions about classroom organization, provision of 
materials, and scheduling of time are made thoughtfully, with the intent of 
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fostering language, literacy, and learning; and teachers use a range of ongoing 
assessment techniques to evaluate learning, adjust instruction, and coordinate 
resources. 
The Early Language and Literacy Classroom Observation has been pilot 
tested and used in research studies conducted by the New England Quality 
Research Center (NEQRC) and the Literacy Environment Enrichment Project. 
The Classroom Observation portion of the ELLCO has also been used as part of 
a school improvement project in the Philadelphia public schools in classrooms 
that range from grades kindergarten through five (Smith, 2002).  Reliability 
analysis conducted on the Literacy Environment Checklist revealed an average 
reliability coefficient of .80. The Classroom Observation consistently achieved 
an interrater reliability coefficient of .90. An average interrater reliability 
coefficient of .81 was achieved in research studies using the Literacy Activities 
Rating Scale. 
 
3.5c Interviews 
 
 The main purpose of an interview, according to Merriam (1998), is to 
obtain a special kind of information.  Interviewing is necessary when we 
cannot observe behavior, feelings, or how people interpret the world around 
them (Merriam, 1998). The interview was used to determine how effective or 
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quality teachers perceive change and how they cope with change in the School 
District of Philadelphia. 
In-depth interviewing, grounded in the theoretical genre of 
phenomenology was used (Rossman, 1998).  Typically, qualitative in-depth 
interviews are much more like conversations than formal events with 
predetermined response categories (Marshall, 1999). General topics are 
explored to help uncover the participant’s views. Phenomenology assumes that 
there is a structure and essence to shared experiences that can be determined.  
In-depth phenomenological interviewing consists of a three-part process. The 
first asks the participant to narrate his or her personal history relative to the 
topic. The second brings the narrative into the present, with a focus on specific 
details of the participants’ experiences on the topic. The third asks participants 
to reflect on the meaning of their experiences –“the intellectual and emotional 
connections between the participants’ work and life” (Rossman, 1998).  
 Part I, II and III of the in-depth interview was conducted in April 2003. 
In part I, the participants were interviewed using open-ended questions that 
focused upon the participant’s life history; the focus was on past experiences 
up to the present (Seidman, 1998). Part I of the interview focused upon past 
experience with the phenomenon of interest. The participants were asked to 
reconstruct their early experiences in their families, school, and work in the 
context of their lives as effective teachers. 
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Part II of the interview concentrated on the concrete details of the 
participants’ present experience in the topic area of the study (Seidman, 1998).  
Part II focused on the participants’ experience within the context of the social 
setting. For example, the participants were asked to talk about their 
relationships with their students, faculty in the school, administrators, the 
parents and the wider community.  Participants were asked for stories about 
their experience in school as a way of eliciting details. 
 Part III of the interview asked the participants to reflect on the meaning 
of their experience related to change and the impact, if any, on their teaching 
practice. Part III of the interview focused upon making sense or making 
meaning which required that the participants look at how the factors in their 
lives interacted to bring them to their present situation. According to Seidman 
(1998), the combination of exploring the past to clarify the events that led 
participants to where they are now, and describing the concrete details of their 
present experience, establishes conditions for reflecting upon what they are 
now doing in their lives.  
 
3.5d Triangulation  
 
Triangulation is the process of using multiple data collection strategies 
to measure an outcome (Vockell and Asher, 1995).  The interviews were used 
to triangulate emerging findings used in conjunction with the TTCT and Early 
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Language Literacy Classroom Observation findings. The process of 
triangulation was used to establish validity in the study. Triangulation was 
further enhanced by the use of an outside observer. The outside observer, 
Carol Hirschfeld, helped monitor the study and provide another pair of eyes to 
validate the research findings. To insure accuracy, the ELLCO portion of the 
study was, administered by the outside observer. Carol Hirschfeld has a 
Master’s Degree in Education. As a classroom teacher for more than twenty-
nine years, and in her current position as Director of Instruction, she has 
worked extensively with providing teachers with best practices. In her role as 
the outside observer, Carol Hirschfeld interviewed several participants and 
provided the researcher with feedback. 
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Proposed Timeline 
 
Activity 
 
Completion Dates 
 
Seek clearance to conduct study from the 
Committee Members, Office of Research and the 
School District of Philadelphia 
 
December 2002 –  
March 2003 
 
Selection of Participants 
 
March 2003 
 
Obtain consent from participants 
 
March 2003 
 
Data Collection 
 
• Administer Torrance Tests of Creative 
Thinking (TTCT) and the Early Language and 
Literacy Classroom Observation (ELLCO) 
 
• Conduct interviews 
 
April 2003 - November 2003 
 
 
Data Analysis 
 
• Conduct correlation coefficients to determine 
the relationship between the TTCT and the 
ELLCO 
  
• Analyze data by participant, sort the 
information by theme, look for the patterns, 
construct matrix to sort themes 
 
• Triangulate emerging findings 
 
April 2003 – November 2003 
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3.6 Data Analysis 
 
The primary method of data analysis for quantitative data included in 
this study was the correlation coefficient.  A correlation coefficient is a 
statistical index for estimating the strength of a relationship. Coefficients range 
from near +1.00 to near –1.00. A high absolute value (either positive or 
negative) indicates a strong relationship. A low absolute value is a sign of a 
weak relationship (Vockell and Asher, 1995). A correlation coefficient was used 
to determine the relationship between the Torrance Tests of Creative Thinking 
and the Early Language and Literacy Classroom Observation.  
Three scales on the Torrance Tests of Creative Thinking (originality, 
elaboration and fluency) were correlated with four scales on the Early 
Language and Literacy Classroom Observation (literacy environment; general 
classroom environment; language, literacy and curriculum; and literacy 
activities): 
• Originality and literacy environment 
• Originality and general classroom environment 
• Originality and language, literacy and curriculum 
• Originality and literacy activities 
• Elaboration and literacy environment 
• Elaboration and general classroom environment 
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• Elaboration and language, literacy and curriculum 
• Elaboration and literacy activities 
• Fluency and literacy environment 
• Fluency and general classroom environment 
• Fluency and language, literacy and curriculum 
• Fluency and literacy activities 
An analytic procedure was used during the qualitative data analysis. 
Typical analytic procedures (Marshall, 1999) that were used fall into six phases: 
1) organizing the data; 2) generating categories, themes and patterns; 3) coding 
the data; 4) testing the emergent understandings; 5) searching for alternative 
explanations; and 6) writing the report. The most fundamental operation in the 
analysis of qualitative data as viewed by Marshall (1999), is that of discovering 
significant classes of things, persons and events and the properties which 
characterize them. 
Marshall (1999) notes data analysis should be conducted simultaneously 
with data collection. During the data collection and data analysis, the 
researcher looked for emerging themes. When the data collection phase was 
completed, the researcher gathered the interview transcripts, then organized 
the data by each participant in preparation for the data analysis. All data was 
coded to protect the anonymity of the participants. Following the process of 
analytic induction, the researcher read through the data, looking for themes 
and patterns to generate initial assertions. Once the researcher identified a set 
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of themes that were recurring in the data, the researcher coded instances and 
excerpts that illustrated each theme. Through the process of constant 
comparison, the researcher was able to refine the themes. Then the researcher 
sorted the data by theme. During this process the researcher looked for 
similarities and differences. In order to complete this task, the researcher 
constructed a matrix and sorted the themes. To facilitate this process, a 
Microsoft Excel spreadsheet was used to create the matrix and store the data. 
 
3.6a Role of the Researcher 
 
 This research study examined if there was a relationship between 
teachers’ practice and style during a period of organizational change. The 
researcher served as a facilitator, an observer and a participant. As a facilitator, 
the researcher developed a plan for using the instruments to collect data. As an 
observer, the researcher noted, recorded, and interpreted the participants’ 
comments in response to their experiences related to change.  
As a participant, the researcher analyzed the transcripts of individual 
interviews, organize the data, generate categories, themes and patterns and 
code the data. As a researcher, a correlation coefficient was used to determine 
the relationship between teachers’ practice or effectiveness and style or 
creativity. 
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3.7 Summary 
 
 This study used a mixed methodology design that included both 
quantitative and qualitative paradigms. The quantitative data collection 
methods used in this study included the Torrance Tests of Creative Thinking 
and the Early Language Literacy Classroom Observation.  These two 
quantitative methods were combined with the qualitative method of in-depth 
interviewing to provide a deep understanding of if and how teachers’ style is 
used during a period of change. 
The correlation coefficient was used to examine the relationship 
between scores on the Torrance Tests of Creative Thinking and the Early 
Language Literacy Classroom Observation. Triangulation reduced the chance 
that the conclusions would reflect biases or limitations of the quantitative and 
qualitative methods used and allowed greater assessment of validity and 
generalizations (Maxwell, 1996). Through triangulation, the researcher was 
able to use multiple sources of data gathered through the Torrance Tests of 
Creative Thinking, Early Language Literacy Classroom Observation and 
interviews to confirm emerging findings. 
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Chapter 4:  Results 
 
4.1 Study Design and Implementation 
 
As indicated in Chapter One, the purpose of this study was to explore 
how teachers continue to provide good educational practice by adapting their 
own teaching style during a period of change within an urban school district. 
This chapter presents detailed information gathered using a mixed-
methodology design (Creswell, 1998), which includes the strengths of both 
quantitative and qualitative paradigms to frame the major question of this 
study: 
What is the relationship between teachers’ practice and style during a 
period of organizational change?   
To answer this question, data was gathered from teachers in the School 
District of Philadelphia, West Region during a period of time from April 2003 – 
November 2003. The study focused on 51 certified grade 1,3, and 5 teachers. 
Two subquestions were also investigated: 
Is there a relationship between the three scales on the Torrance Tests of 
Creative Thinking (originality, elaboration, and fluency) and the four scales on 
the Early Language and Literacy Classroom Observation (literacy 
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environment; general classroom environment; language, literacy and 
curriculum; and literacy activities)?   
To address this question, the Torrance Tests of Creative Thinking was 
administered to the subjects of the study. The completed tests were sent to 
Scholastic Testing Services, Inc. to be scored, a process that yielded the 
standard scores used in the study. In the norming population, these standard 
scores each have a mean of 100 and a standard deviation of 20. All of the 
statistics of this study used individual scores to compute group trends. The 
individual scores can be found in Appendix B. 
The Torrance Tests of Creative Thinking (TTCT) was used to measure 
the different aspects of creative thinking. The Torrance Tests of Creative 
Thinking (TTCT) is comprised of two parts: the verbal and figural. However, 
for the purpose of this study, participants only completed the figural portion of 
the test. Four creativity scores were obtained: fluency, originality, elaboration 
and the overall creativity index, calculated by pooling the other three. 
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Table 4.1 Torrance Tests and their Relevance  
 
 
Assessment 
 
Meaning 
 
Fluency 
 
The ability to produce a large  number 
of ideas 
 
Originality 
 
The ability to produce new, unusual 
ideas 
 
Elaboration 
 
The ability to develop or embellish an 
idea 
 
Overall Creativity Index 
 
 
Pooled score for fluency, originality 
and elaboration 
 
 
The Early Language and Literacy Classroom Observation (ELLCO) was 
administered to each of the fifty-one (51) participants. The mean and standard 
deviation were examined by group. The Early Language and Literacy 
Classroom Observation (ELLCO) was used to analyze classroom practice, and 
the dimensions of effective teacher practice. The Early Language and Literacy 
Classroom Observation (ELLCO) is compromised of four components: literacy 
environment; general classroom environment; language, literacy and 
curriculum; and literacy activities. Each part of the ELLCO was designed to be 
used with the others to gather data and develop profiles of classrooms (Smith, 
2002). 
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A correlation coefficient provided the statistical index for estimating the 
strength of a relationship between the Torrance Tests of Creative Thinking and 
the Early Language and Literacy Classroom Observation (ELLCO). 
Is there a relationship between teachers’ experiences related to change 
and their teaching practice?   
To answer this question, qualitative methods were used in this study to 
gain an understanding from the participants’ perspective. The qualitative 
analysis used in-depth interviewing to examine the relationship between 
teachers’ experiences related to change. Ten percent of the participants scoring 
the highest on the Torrance Tests of Creative Thinking were interviewed. 
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4.2 Discussion and Results of the Torrance 
 
 Creativity is a vital part of the educational process of “learning how to 
learn”(Torrance, 1994, p.39). Creativity involves a divergent process that 
begins at a single point and extends in many directions, generating a wide 
variety or unusual possibilities or details that expand on existing possibilities. 
Carson and Runco (1999) indicate that it is important for individuals to have 
opportunities to develop creativity and creative problem solving to increase 
coping abilities. Johnson (2002) asserts that everyone has the capacity to use his 
or her mind and imagination in constructive ways to demonstrate creativity. 
Research suggests that creativity can be nurtured and taught ( 
Csikzentmihalyi, 1996; Torrance, 1994; Treffinger, Isaken and Dorval, 1994; 
Davis, 1991). The fact that creativity can be taught has great implications for 
pre-service training  and teacher professional development.  
Several characteristics describe how individual creativity can be 
assessed: fluency, the ability to produce a large number of ideas; elaboration, 
the ability to develop or embellish an idea; and originality, the ability to 
produce new, unusual, innovative ideas.  
As shown in Table 4.2 for the total population in the dimensions of 
creativity, it was determined that the mean score for fluency was 125.35 with a 
standard deviation of 23.86. In the dimension of originality, the mean score 
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was 124.51 with a standard deviation of 21.64. The mean score for elaboration 
was 107.76, with a standard deviation of 17.19. The overall mean creativity 
index score for these dimensions was 131.73, with a standard deviation of 
13.66. For the total population, the score for fluency and originality were 
similar. While the score for elaboration was the lowest.  
 
 
Table 4.2 - Descriptive Statistics of Torrance Tests of Creative Thinking by 
Total Population 
 
 
Test N Mean  Std. Deviation 
Torrance Fluency 51 125.35 23.86
Torrance Originality 51 124.51 21.64
Torrance Elaboration 51 107.76 17.19
Torrance Creativity Index 51 131.73 13.66
 
 
Teachers have the ability to determine the environment or climate of the 
classroom and the extent to which creativity is used in the classroom. 
Divergent thinking is an important concept in creativity. Divergent thinking 
leads to new solutions to problems and encourages the unknown or novel 
ideas. The results of this data as reflected in Table 4.2 indicate that overall, the 
teachers in this sample population demonstrated creative abilities and have the 
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potential to produce a large number of innovative and unusual ideas in the 
classroom. 
Tables 4.3, 4.4 and 4.5, display the mean score for the Torrance Tests of 
Creative Thinking for each of the grades. As shown in Table 4.3, of the three 
creativity dimensions assessed, the grade 1 participants received the highest 
score in the area of originality. The mean score in the area of originality was 
125.47 as compared to a mean score of 121.41 in fluency and 102.88 in the area 
of elaboration while the overall mean creativity index score was 103.12. 
 
 
Table 4.3 - Descriptive Statistics of Torrance Tests of Creative Thinking by 
Grade 1 
 
 
Grade Test N Mean  Std. Deviation 
1 Torrance Fluency 17 121.41 25.03 
 Torrance Originality 17 125.47                 19.96 
 Torrance Elaboration 17 102.88 16.16 
 Torrance Creativity Index 17 130.12 12.50 
 
 
The results of this data indicate that teachers of grade 1 have a greater 
ability to generate new ideas as opposed to expanding or embellishing upon 
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their ideas. This data may be significant in terms of the need for teachers to 
expand upon instructional activities for their students. 
 As shown in Table 4.4, teachers of grade three scored higher in the 
dimension of fluency with a mean score of 123.29 as compared to a mean score 
of 117.47 in the area of originality and 104.71 in the area of elaboration. The 
mean creative index for grade 3 was 127.06. 
 
Table 4.4 - Descriptive Statistics of Torrance Tests of Creative 
Thinking by Grade 3 
 
 
Grade Test N Mean  Std. Deviation 
3 Torrance Fluency 17 123.29 21.40 
 Torrance Originality 17 117.47 18.20 
 Torrance Elaboration 17 104.71 14.63 
 Torrance Creativity Index 17 127.06 12.01 
 
 
The results of this data indicate that teachers of grade three have the 
creative ability to produce a large number of ideas. However, are more limited 
in developing their ideas. Teachers and teacher quality are critical to the 
success of students. The ability of teachers to expand upon and develop ideas 
is critical to helping students broaden their content knowledge. 
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As shown in Table 4.5, the sample population of grade five teachers had 
a mean score of 131.35 in the area of fluency, which was slightly higher than 
the mean score of 130.59 in the area of originality. In the dimension of 
elaboration, the mean score for grade five was 115.71, while the mean creative 
index was 138.00.  
 
Table 4.5 - Descriptive Statistics of Torrance Tests of Creative Thinking by 
Grade 5 
 
 
Grade Test N Mean  Std. Deviation 
5 Torrance Fluency 17 131.35 25.21 
 Torrance Originality 17 130.59 25.31 
 Torrance Elaboration 17 115.71 18.60 
 Torrance Creativity Index 17 138.00 14.65 
 
 
 The results of this data indicate that the grade five teachers in this 
sample population have a greater ability to produce a large number of new, 
unusual and innovative ideas rather than their ability to embellish upon their 
ideas.  
Research studies have shown that fluency of ideas, flexibility in 
thinking, and complexity of conceptual structure may be traits of creative 
people. The results of this data indicate that teachers of grade 5 demonstrate 
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more flexibility in thinking as compared to the teachers of grades 1 and 3 and 
may be more creative or divergent thinkers. The results of this data also 
indicates that teachers of grade 5 demonstrate more creative ability to generate 
a large number of new, unusual and innovative ideas as compare to teachers of 
grades 1 and 3. The data reveals that teachers of grade 5 demonstrate the 
potential to expand upon ideas to a greater degree as compared to teachers of 
grades 1 and 3. 
The diversity of assignments and the degree of creative problem solving 
in the classroom are determined by activities planned by the classroom teacher. 
This data is significant in terms of examining the extent to which teachers are 
using their creative ability in the classroom. Ultimately, the success of students 
may be impacted by the creative ability demonstrated by teachers in the 
classroom. 
 
 
4.3 Discussion and Results of the Early Language and Literacy Classroom 
Observation (ELLCO) 
 
 
At the hallmark of the continuous change in education is the growing 
concern over the condition of education and the need for excellent teachers. 
Although teacher quality or effectiveness is a complex phenomenon, research 
studies have shown that teacher quality or effectiveness is critical to classroom 
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success (Education Trust, 1999). The Early Language and Literacy Classroom 
Observation (ELLCO), was used in this study to examine classroom practice, 
and the dimensions of effective teacher practice. The results of this data are 
critical as we understand that quality teachers make a difference in the 
classroom. 
 As shown in Table 4.6, for the total population on the scales assessed by 
the ELLCO, it was determined that the mean score in the area of literacy 
environment was 90.39 with a standard deviation of 11.88.  In the area of 
language literacy and curriculum the mean score was 88.86 with a standard 
deviation of 12.01. The mean score for general classroom environment was 
81.49, with a standard deviation of 15.65. The lowest overall mean for the total 
population was observed in the area of literacy activities with a mean score of 
79.34 with a standard deviation of 14.55. 
 
 
Table 4.6 – Descriptive Statistics of Early Language and Literacy 
Classroom Observation by Total Population 
 
 
Test N Mean  Std. Deviation 
General Classroom Environment 51 81.49 15.65
Literacy Environment 51 90.39 11.88
Language Literacy and Curriculum 51 88.86 12.01
Literacy Activities 51 79.34 14.55
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 The result of this data are significant as research confirms that teacher 
knowledge of subject matter, student learning, and teaching methods are all 
important elements of teacher effectiveness (Darling-Hammond, 1996; 
Haycock, 1998).  
 The results of this data indicate that although teachers in this study 
may have the appropriate literacy environment (books, writing materials and 
equipment), as indicated by the mean score of 90.39, the mean score of 79.34, in 
the area of literacy activities, indicates that the participants are not using these 
materials to engage students in literacy activities such as book-reading and 
writing sessions with great frequency. 
 The ELLCO scores for grade 1, as shown in Table 4.7 display a mean 
score of 88.82 with a standard deviation of 14.72 in the area of literacy 
environment. The mean score for language literacy and curriculum was 85.53 
with a standard deviation of 15.13. In the area of general classroom 
environment the mean score was 79.05 with a standard deviation of 14.01. The 
mean score for literacy activities was 74.20 with a standard deviation of 17.82.  
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Table 4.7 -Descriptive Statistics of Early Language and Literacy Classroom 
Observation by Grade 1 
 
 
Grade Test N Mean  Std. Deviation 
1 General Classroom Environment 17 79.053 14.01
 Literacy Environment 17 88.82 14.72
 Language Literacy and Curriculum 17 85.53 15.13
 Literacy Activities 17 74.2082 17.82
 
 
As displayed by the mean scores on Table 4.7 for literacy environment 
and language literacy and curriculum, the results of this data indicate that 
grade 1 teachers in this study provide the appropriate environment for 
students in the classroom, and that there is curriculum available to support 
children’s learning. However, teachers in this sample population engaged 
students less frequently in reading and writing sessions, as indicated by the 
lower mean score for literacy activities. 
The ELLCO scores for teachers of grade 3 as shown on Table 4.8 indicate 
the mean score for the literacy environment was 91.18 with a standard 
deviation of 7.63. In the area of language literacy and curriculum the mean 
score was 89.66 with a standard deviation of 9.86. The mean score for literacy 
activities was 81.46 with a standard deviation of 12.18, while the mean score 
for general classroom environment was 80.06 with a standard deviation of 
14.69. 
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Table 4.8 -Descriptive Statistics of Early Language and Literacy Classroom 
Observation by Grade 3 
 
 
Grade Test N Mean  Std. Deviation 
3 General Classroom Environment 17 80.06 14.69
 Literacy Environment 17 91.18 7.63
 Language Literacy and Curriculum 17 89.65 9.86
 Literacy Activities 17 81.4519 12.18
 
 
 What teachers know and can do makes the critical difference in what 
children learn. If students are going to be held to high standards, they need 
teachers who know the subject matter and know how to teach (Education 
Trust, 1999). The results of this data indicate that the vast majority of grade 3 
teachers in this sample population provide an appropriate environment for 
students and have available curriculum that supports the learning of students. 
The data also reveals that the grade 3 teachers engage their students in content 
activities that are supported by curriculum. 
 As shown on Table 4.9 for grade 5 teachers, language literacy and 
curriculum reflected a mean score of 91.41 with a standard deviation of 10.27. 
The mean score for the area of literacy environment was 91.18 with a standard 
deviation of 12.74. The general classroom environment had a mean score of 
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85.37 with an standard deviation of 18.13, while the mean score for literacy 
activities was 82.35 with a standard deviation of 12.40. 
 
 
Table 4.9 -Descriptive Statistics of Early Language and Literacy Classroom 
Observation by Grade 5 
 
 
Grade Test N Mean  Std. Deviation 
5 General Classroom Environment 17 85.37 18.13
 Literacy Environment 17 91.18 12.74
 Language Literacy and Curriculum 17 91.41 10.27
 Literacy Activities 17 82.35 12.40
 
 
 
Although the results of the data display higher mean scores in each of 
the areas on the ELLCO for grade 5 as compared to grade 1 and grade 3, 
overall the data indicated similar results. The mean scores in the area of 
literacy environment were higher, while the mean scores for literacy activities 
were generally lower than all other areas on the ELLCO with the exception of 
grade 3. The data reveals that although teachers in the sample population had 
the appropriate materials and supplies in the classroom environment, they 
were less likely to engage students in instructional activities that maximized 
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the use of curriculum and content materials present in the classroom 
environment. 
 The results of this data have significant implications for examining 
teacher practice and for determining how teachers are trained. A study 
conducted by Sanders and Rivers (1996) found substantial differences in the 
achievement gains demonstrated by students who have excellent teachers as 
compared to those who have ineffective ones. According to the study, 
conducted at the University of Tennessee, students assigned to the top 20% of 
the state’s teachers made nearly four times the learning gains of students 
assigned to teachers in the bottom 20%. 
The data in this study is significant in that it substantiates the dramatic 
impact of teacher effectiveness on the learning of students is tremendous. 
Further, this data substantiates that supporting and enhancing teachers’ ability 
to develop content for conceptual understanding is a key factor in student 
success.       
    
4.4 Correlations between Torrance and ELLCO Scales 
 
The three scales on the Torrance Tests of Creative Thinking (fluency, 
originality and elaboration) were correlated with four scales on the Early 
Language and Literacy Classroom Observation (general classroom 
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environment, literacy environment, language literacy and curriculum and 
literacy activities). The matrix, as shown in Table 4.10, displays the relative 
magnitude of the strengths of relationships. A high absolute value (either 
positive or negative) indicates a strong relationship. Coefficients range from 
near +1.00 to near –1.00, indicating the strength of the relationship between the 
variables.  
When examining relationships between the creativity index which 
indicates the creative potential of the participants and the four scales on the 
Early Language and Literacy Classroom Observation (ELLCO), the results of 
the correlation indicate that there was a positive relationship or correlation 
between the variables. The relationship between the creative index and the 
literacy  activities reflected the greatest strength with a correlation of .760. 
There was a positive correlation of .759 between the creativity index and the 
general classroom environment. A positive correlation of .757 was evident 
between the creativity index and the language literacy and curriculum, where 
as the correlation between the creativity index and the literacy environment 
was .640, all were statistically significant.  
When examining the correlation between the creativity dimensions on 
the Torrance Tests of Creative Thinking and the Early Language and Literacy 
Classroom Observation, the strongest correlation was between the dimension - 
elaboration and the four ELLCO scales.  Each of these correlations was found 
to be positive and statistically significant. The correlation between elaboration 
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and the general environment was .656. A positive correlation was found 
between elaboration and the language literacy and curriculum of .646. The 
correlation between elaboration and literacy activities was .604 where as the 
correlation between elaboration and literacy environment was .548.  
As indicated on the matrix (Table 4.10), the weakest correlation was 
evidenced between the Torrance Tests of Creative Thinking dimension of 
fluency and the scales on the ELLCO, although these were statistically 
significant. Of the sixteen correlations completed, the correlation of .381 
reflected the weakest of all the correlations (fluency and the literacy 
environment). The results of this research indicate that individuals with a 
limited variation of ideas or fluency reflect limits in the literacy environment as 
indicated by the instructional practice in the classroom. The results also 
indicate a weak relationship between fluency and language literacy and 
curriculum as evidenced by a correlation of .438. 
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Table 4.10  - Correlation between the Torrance Tests of Creative Thinking and the Early Language and Literacy 
Classroom Observation 
   
Torrance 
Fluency SS 
Torrance 
Originality SS 
Torrance 
Elaboration SS 
Torrance 
Creativity Inx 
SS 
General 
Classroom 
Environment 
Literacy 
Environment 
Language 
Literacy and 
Curriculum 
Literacy 
Activities 
Torrance Fluency  Pearson Correlation 1 .763(**) .184 .492(**) .470(**) .381(**) .438(**) .505(**) 
 SS Sig. (2-tailed) . .000 .197 .000 .001 .006 .001 .000 
  N 51 51 51 51 51 51 51 51 
Torrance Originality  Pearson Correlation .763(**) 1 .346(*) .650(**) .534(**) .541(**) .558(**) .559(**) 
 SS Sig. (2-tailed) .000 . .013 .000 .000 .000 .000 .000 
  N 51 51 51 51 51 51 51 51 
Torrance 
Elaboration SS 
Pearson Correlation .184 .346(*) 1 .826(**) .656(**) .548(**) .646(**) .604(**) 
  Sig. (2-tailed) .197 .013 . .000 .000 .000 .000 .000 
  N 51 51 51 51 51 51 51 51 
Torrance Creativity  Pearson Correlation .492(**) .650(**) .826(**) 1 .759(**) .640(**) .757(**) .760(**) 
 Inx SS Sig. (2-tailed) .000 .000 .000 . .000 .000 .000 .000 
  N 51 51 51 51 51 51 51 51 
General Classroom  Pearson Correlation .470(**) .534(**) .656(**) .759(**) 1 .667(**) .696(**) .714(**) 
 Environment Sig. (2-tailed) .001 .000 .000 .000 . .000 .000 .000 
  N 51 51 51 51 51 51 51 51 
Literacy 
Environment 
Pearson Correlation .381(**) .541(**) .548(**) .640(**) .667(**) 1 .786(**) .792(**) 
  Sig. (2-tailed) .006 .000 .000 .000 .000 . .000 .000 
  N 51 51 51 51 51 51 51 51 
Language Literacy  Pearson Correlation .438(**) .558(**) .646(**) .757(**) .696(**) .786(**) 1 .768(**) 
 and Curriculum Sig. (2-tailed) .001 .000 .000 .000 .000 .000 . .000 
  N 51 51 51 51 51 51 51 51 
Literacy Activities Pearson Correlation .505(**) .559(**) .604(**) .760(**) .714(**) .792(**) .768(**) 1 
  Sig. (2-tailed) .000 .000 .000 .000 .000 .000 .000 . 
  N 51 51 51 51 51 51 51 51 
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**  Correlation is significant at the 0.01 level (2-tailed).   *  Correlation is significant at the 0.05 level (2-tailed). 
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To further illustrate the positive correlations between the Torrance Tests 
of Creative Thinking and the ELLCO, scatter plots with fitted lines were used. A 
scatter plot, with a fitted line, demonstrates relationships or associations 
between two variables. The slope of the line, together with the proximity of the 
dots, represents the strength of the correlation. A scatter plot is a plot of the 
values of Y verses the corresponding values of X. The vertical axis, variable Y, is 
generally the response variable. The horizontal axis, variable X, is viewed as the 
variable that may be related to the response. The X axis represents the Torrance 
Tests of Creative Thinking and the Y axis represents the Early Language and 
Literacy Classroom Observation (ELLCO). 
Figures 1, 2, 3 and 4 demonstrate the positive correlation between the 
Torrance Tests of Creative Thinking and the ELLCO scales.  
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Figure 1 demonstrates the correlation between the Torrance Tests of 
Creative Thinking and the ELLCO general classroom environment. This 
represents a positive correlation of .711, which was statistically significant. 
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Figure 2 demonstrates the correlation between the Torrance Tests of 
Creative Thinking and the ELLCO literacy environment. This represents a 
positive correlation of .693, which was statistically significant. 
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Figure 3 demonstrates the strongest positive correlation between the 
Torrance Tests of Creative Thinking and the ELLCO scales of language literacy 
and curriculum, with a correlation coefficient of .781. 
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Figure 4 demonstrates the correlation between the Torrance Tests of 
Creative Thinking and the ELLCO literacy activities. This represents a positive 
correlation of .776, which was statistically significant 
 
As shown on Table 4.10, the results of the correlations between Torrance 
and ELLCO scales indicate the teachers scoring the highest in the area of 
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creativity, as reflected on the overall creativity index were more likely to 
engage in effective practices in the classroom.  
As a characteristic of effective teaching, creativity involves asking 
questions, considering new information and unfamiliar ideas with an open 
mind, making connections, especially among dissimilar things, freely 
associating one thing with another (Johnson, 2002). The data further indicates 
that teachers scoring the highest on the creativity index demonstrated a greater 
ability to develop and embellish upon ideas using curriculum and materials in 
the classroom environment. This data is significant in that it demonstrates that 
effective teachers have the ability to cultivate creativity in the classroom. 
 
4.5 Analytic Procedure 
 
To examine what, if any relationship, existed between the teachers’ 
experiences related to change, an analytic procedure was used. The analytic 
method used interviews to organize the data, generate categories, themes and 
patterns and to analyze emergent understandings (Marshall, 1999).  This 
qualitative design used in the research involved interviewing five participants 
scoring the highest on the Torrance Tests of Creative Thinking  (TTCT). During 
the in-depth interviews, the participants responded to questions regarding 
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their background, experiences related to change and their reflection on the 
change experience.  
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4.5a Thematic Analysis 
 
Throughout the analytic process, the researcher was able to identify 
salient themes, recurring ideas, language, and patterns that linked the 
participants’ background, their experiences related to change and their 
reflection on the change experience. The thematic analysis revealed the 
relationship between the teachers’ experiences related to change and their 
teaching practice. 
 
4.5a(1) Background and Personal History 
 
The participants were asked to respond to questions regarding their 
number of years as a teacher, present grade assignment, level of education, 
how they came to teach in the School District of Philadelphia and how past 
experiences prepared them for teaching. 
 While examining the background or personal history of the 
participants, the data revealed that of the five participants, the average age was 
52, ranging in age from 48 to 56.  The average number of years that the 
participants worked for the district was 27 years, with a range from twenty 
years to thirty years. Three of the participants earned Master Degrees in 
Education, while the remaining participants have taken a number of graduate 
level courses beyond their Bachelor’s Degree.  Four of the participants 
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presently teach grade five.  One participant teaches grade one. Data revealed 
four of the participants were assigned to kindergarten through grade five 
schools. One of the participants was assigned to a grade kindergarten through 
grade eight organization. 
The participants were asked how they came to teach in the School 
District of Philadelphia and how they were assigned to their school. Although 
each of the participants stated that they selected their school assignments 
through the District’s traditional teacher placement program, the data revealed 
two of the participants had varying experiences. 
A participant stated, “I first came to the School District as 
a substitute teacher and ultimately worked as a long-term substitute. 
When a teaching position became available the former principal of the 
school where I am presently assigned, asked me if I would select this 
school. I enjoyed working at the school, so I selected it. It was nice to 
know that someone appreciated my work.” 
 
“Picking the right school is really important,” expressed another 
participant, “I just happened to know someone who worked here so I 
selected this school and I have been here ever since. I have been at this 
school for more than twenty years.” 
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Other participants stated that they “selected from the schools that were 
available on the list” that is provided by the School District’s Office of 
Human Resources. 
 
When the participants were asked what past experiences prepared them 
for teaching, common themes and patterns emerged. Each of the participants 
stated that from an early age, they knew that they were destined to teach. Their 
responses included,” I always longed to become a teacher,” “ I had teaching in 
my blood,” and “ I never wanted to do anything other than teach school.” Four 
of the participants stated that they worked with young children while 
attending high school as volunteers or through part-time employment. Two of 
the participants worked as classroom assistants prior to becoming teachers. 
One participant expressed, “ I always wanted to be a teacher. I longed to 
become a teacher from an early age. I was always and still am 
surrounded by children. I know this influenced me. I grew up in 
Philadelphia and was always committed to teaching here.” 
 
Another participant stated, “ Teaching is one of the most important jobs 
that anyone can do. I never wanted to do anything other than teach 
school. I lived in Philadelphia after graduating from college so I applied 
for a job here and got it.  I have no plans to go anywhere else.” 
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“I worked with children while I was in high school and love it. That 
experience really helped me realize that I wanted to teach. It’s really 
been a good experience” expressed one of the participants. 
 
A participant responded that, “While in high school I volunteered to 
work with young children. That was one of the best experiences that I 
ever had. After having a son, I worked in the district as a classroom 
teaching assistant. However, I knew that I would always be a teacher in 
Philadelphia. I always longed to become a teacher.  Teaching is what I 
was meant to do.” 
 
Another participant stated,” I grew up in Philadelphia and worked in 
the School District for several years as a classroom assistant while I 
completed my degree.  Philadelphia is where I wanted to teach. I had a 
great experience as a classroom assistant and knew I would have a great 
experience as a teacher.” 
 
4.5a(2) Experiences Related to Change 
 
 Two salient themes emerged when the participants were asked to 
describe what the classroom experience is like. Each of the participants used 
the word “love” on at least three occasions and expressed that they enjoyed 
their students. Their responses included: 
93 
“ Each day in the classroom is filled with wonderment and amazement. 
I  love teaching. My students are my joy.“ 
 
 “ I love it! I become energized in the classroom.”  
 
 
 “ When I stop loving it, I will retire.”  
 
 
“ My love for teaching is confirmed each day. I can’t ell you how much I 
enjoy working with my students.”  
“ I am known as the hugging teacher. I love my children. Teaching is the 
greatest experience ever. I don’t hide how much I enjoy the children.”  
 
One participant stated, “ I love teaching and I love my students.” The 
participant further elaborated that regardless of the activities, events or 
changes that may take place on a given day, she does everything possible to 
ensure that her students are not adversely affected.  
Another participant stated that she “loved” her students and felt that 
she had to ”protect” them from all of the changes that were taking place. The 
participant stated that the changes that took place over the last few years were 
numerous. However, she expressed that she could not display her feelings 
about the changes in front of her students. The participant stated that at times 
she felt some of the changes actually tested her teaching ability and her ability 
to effectively manage her classroom. 
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Common themes emerged when the participants were asked to describe 
their experiences related to change. The participants’ ”body language” was 
very distinct as they described their experiences related to change. The smiles 
and happy demeanor displayed by four of the participants as they expressed 
their love for their students suddenly diminished as they described their 
experiences related to change. The language that the participants used when 
describing their experiences related to change was consistent. Each of the 
participants used words such as “ difficult,” “frustrating,” and 
“overwhelming.”  
One participant stated,” Last year was very frustrating to me due to the 
number of changes that took place within the district. I was not sure 
what to do or if I was doing enough.” 
 
Another participant stated,” Change has been difficult for me. 
Everything seems to have come at once and there simply is not enough 
time to get things done.” 
 
According to one participant,” People are overwhelmed by change and 
are leaving the school district. I am not happy with change.” 
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One participant stated, “ I now evaluate my teaching differently as a 
result of the changes in the district. Things are rushed as a result of the 
changes. It feels like a factory assembly line. ” 
 
“Something has to be pulled back because of all of the changes,” 
expressed one participant. “ I am constantly looking at the clock.” 
 
The participants felt that the needs of all children were not taken into 
consideration when many of the decisions to implement the changes were 
made. Although the participants described the change experience as difficult, 
frustrating and overwhelming, the data indicated that all of the participants 
stated they were willing to deal with the changes because of their love for 
teaching and their love for children.  
 
4.5a(3) Reflection on the Change Experience 
 
Common themes and patterns emerged when the participants were 
asked to reflect upon the change experience and to describe how they cope 
with the changes that have taken place. Common themes and patterns also 
emerged when asked how change has affected their teaching.  
One of the common themes that emerged, highlighted change as being  
“inevitable.” The participants stated that although they knew change “ must 
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take place in organizations”, they knew they “could deal with it.” Change 
according to one participant takes at least five years and should be examined 
and modified as time passes.  One participant described change as a “test of 
her creativity.” The participant further stated that, “ In spite of all of the 
changes, I maintain my creativity and get things done.” The importance of 
being supported was another theme that emerged among the participants. The 
data indicated that at least three participants stated, “I can deal with change 
more effectively by talking it out with my colleagues and family.” A 
participant stated that, “ It helps having a principal’s support and one who is 
open to discussing change.” 
The analysis of the interviews revealed that the participants understood 
that change happens in all organizations. However, the data indicated that the 
participants expressed that the way people respond to change may differ 
greatly. One participant reflected that although change must take place in 
schools, teachers must remain focused upon their students. Another 
participant stated that although change is a must, “Disrupting the lives of 
children is not.” 
The analysis indicated that as the participants further reflected on the 
change experience, four participants ultimately described change as positive.  
One participant stated, “ I don’t see change as a negative, I see it as a positive.” 
A participant stated, “ I am able to handle change because that’s who I am. If I 
teach children about change, I have to understand and deal with change.” 
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Another participant responded. ”Understanding that nothing stays the same is 
a good strategy for accepting change.” 
When the participants were asked how the changes within the school 
district affected their teaching, another common theme and pattern emerged 
which caused the participants to reflect on their teaching practice. Each of the 
participants stated that their teaching has definitely been affected by the 
changes within the school district. The participants unanimously stated that 
the changes have made them look at their “teaching practice and techniques.” 
Each of the participants stated that at one time or another, the changes caused 
them to question their teaching practice and style. The participants stated that 
the changes within the district forced them to try a variety of different teaching 
approaches. Three of the participants responded that they “experimented” 
with a number of different teaching methods until they “could find the right 
fit” for their style and level of comfort. Four of the participants expressed that 
although they were forced to evaluate their teaching practice, they felt their 
teaching style and approaches in the classroom helped them adjust to the 
changes within the school district. 
Time was another theme that emerged during the interviews with the 
participants. Each of the participants expressed that time was a constant factor 
that affected their teaching. Responses included: 
“I am constantly learning to manage my time in the classroom.” 
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“ The way I use time determines what I am able to accomplish each day. 
Some days I hold my hands up and ask where did the time go?  I haven’t 
taught nearly enough. On those days I know I need to look at my 
teaching.” 
 
“ The use of time has been heightened with all of the changes that have 
taken place. I actually used an egg timer until I learned to adjust my 
teaching style.” 
 
“The use of time is a constant balancing act with all that needs to be 
done.” 
 
“ Each day I must use my time creatively. I know the way in which I use 
time will determine the number of activities and the type of things I can 
do with my students.”   
 
 The participants overwhelmingly expressed that as a result of the 
changes that have taken place, they have a greater understanding of how to 
more effectively manage time to support their instructional practice.  
Common themes and recurring language and ideas were present 
throughout the analytic data. Overwhelmingly, the participants’ love for 
teaching and their love for their students was a common thread that linked 
how they deal with change. The analysis of the interviews revealed that in 
spite of all of the changes in the district, the participants feel they are “good 
99 
teachers” and their “teaching is constantly getting better” as a result of how 
they cope with the changes. 
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4.6 Summary 
 
The analysis of the data in this study was both descriptive and 
analytical in nature. The study was conducted in order to determine how 
teachers continue to provide good educational practice by adapting their own 
teaching style during a period of change within an urban school district. The 
researcher used both quantitative and qualitative research methods to 
determine, if and how teachers’ practice and style contribute to helping them 
contend with change. The researcher used a correlation coefficient as the 
primary method of data analysis for quantitative data. A two-tailed test was 
used to determine the significance of the correlation coefficient. The correlation 
coefficient was determined to be significant at an ∝ ≤ 0.05. An analytic 
procedure, employing interviews, was used during the qualitative analysis to 
examine the relationship between teachers’ experiences related to change. 
 The Torrance Tests of Creative Thinking was administered to 
participants (N=51) to assess the dimensions of creativity in the areas of 
fluency, originality and elaboration. The analysis of this data reflected the 
overall creativity index, which indicated the creative potential of the 
participants. This was calculated by pooling the creative strength rating and 
the average score of the dimensions assessed.  The data was then separated by 
grade to examine the mean score in the dimensions assessed.  
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 The Early Language and Literacy Classroom Observation (ELLCO) was 
administered to participants (N=51) to analyze classroom practice, and the 
dimensions of effective teacher practice. The mean and standard deviation of 
the ELLCO scores were examined by group. The analysis of this data indicated 
that effective classroom practice was most consistent among grade five 
participants. 
 A correlation coefficient was used to describe the relationship between 
two variables, the Torrance Tests of Creative Thinking and the Early Language 
and Literacy Classroom Observation. The three scales on the Torrance Tests of 
Creative Thinking (fluency, originality and elaboration) were correlated with 
four scales on the Early Language and Literacy Classroom Observation 
(general classroom environment, literacy environment, language literacy and 
curriculum and literacy activities). The analysis of the results of the correlation 
indicates that there was a positive relationship or correlation between the 
variables with correlation coefficients ranging from .302 to .781. To further 
illustrate the correlation of these variables a scatter plot, with fitted lines were 
used.  All correlations were determined to be positive and statistically 
significant.  
 An analytic method using interviews was administered to five 
participants to examine what, if any relationship existed between the teachers’ 
experiences related to change. Common themes and patterns emerged when 
analyzing the data. Although described as difficult, frustrating and 
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overwhelming, change forced the participants to examine their teaching 
practice and style.  
Overall, the data revealed that there is a correlation between teachers’ 
style or creativity and their practice or effectiveness. The data revealed that 
there is a relationship between teachers’ experiences related to change and 
their teaching practice. Overwhelmingly, the participants’ teaching style and 
approaches used in the classroom helped them to adjust to the changes within 
the school district. 
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Chapter 5: Summary and Discussion 
 
This chapter presents a brief overview of the research and research 
methodology followed by a summary of the results of this study. The chapter 
concludes with a discussion of the findings and implications of this study. 
School districts are constantly confronted with change stemming from 
the social, economic and political pressures of our society. Often this change 
has ranged from school management models to how schools are funded. Much 
of this change impacts the very core of school organizations; especially those 
deeply entrenched within schools, such as teachers. Despite the successive 
waves of change, teachers make a critical difference in what children learn 
(Education Trust, 1999).  
Previous research has documented our emerging understanding of the 
critical importance of teaching practice and the profound implications. 
However, limited attention has been placed upon teachers’ practice and style 
and creativity during the midst of change. As a result of these facts, this study 
identified an educational need to address the relationship between teaching 
practice and teachers’ style during a period of change.  
The focus of this study was to examine how teachers continue to 
provide good educational practice by adapting their own teaching style during 
a period of change within an urban school district. The mixed methodology 
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design, which includes both quantitative and qualitative methods, was used to 
answer the question: What is the relationship between teachers’ practice and 
style during a period of organizational change? 
Two subquestions were also examined: 
 Is there a relationship between the three scales on the Torrance Tests of 
Creative Thinking (originality, elaboration, and fluency) and the four scales on 
the Early Language and Literacy Classroom Observation (literacy 
environment; general classroom environment; language, literacy and 
curriculum; and literacy activities)?   
Is there a relationship between teachers’ experiences related to change 
and their teaching practice? 
To answer these questions, a research plan was developed by 
completing the following processes: 
 • Clarifying the focus of the study 
• Defining the study through the literature review 
 • Developing a provisional research plan 
 • Identifying a research site 
 • Gathering data 
 • Analyzing and coding data 
 • Forming conclusions and recommendations 
The review of the current literature indicates there is a definitive need 
for research on teachers’ practice and style during a period of organizational 
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change. The literature review provided a conceptual framework for 
understanding creativity and teachers’ practice and style. 
The West Region of the School District of Philadelphia was selected for 
this study because it is a microcosm of the School District of Philadelphia. In 
addition, certified grade 1, 3 and 5 teachers from the West Region were 
identified because they are part of the group of primary recipients affected by 
the educational reform and change that the district is undergoing. 
The research plan involved using both quantitative and qualitative 
methods. Quantitative methods enabled the researcher to measure behaviors 
or in some way, assign scores as a result of the data collection process and use 
these scores as a basis for developing generalizations, making comparisons and 
drawing conclusions. The quantitative research in this study involved using 
the Torrance Tests of Creative Thinking and the Early Language Literacy 
Classroom Observation to determine the relationship between teaching 
practice and style. The correlation coefficient was used as the primary method 
of data analysis for the quantitative data. A two-tailed test was used to 
determine the significance of the correlation coefficient. The correlation 
coefficient in this study provided a statistical index for estimating the 
relationship between the Torrance Tests of Creativity and the Early Language 
and Literacy Classroom Observation.    
Qualitative methods were used to gain understanding from the 
participants’ perspective. The researcher used interviews as a qualitative 
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method for determining whether there was a relationship between teachers 
and their experiences related to change. 
To ensure validity of the study, the Scholastic Testing Service, Inc. was 
used to score the Torrance Tests of Creativity.  Triangulation, which is the 
process of using multiple data collection strategies to measure outcomes, was 
also used to establish validity in the study. The researcher used the interviews 
to triangulate emerging findings in conjunction with the Torrance Tests of 
Creativity and Early Language Literacy Classroom Observation findings. 
Triangulation was further enhanced by the use of an outside observer. The 
outside observer helped to monitor the study and provide another pair of eyes 
to validate the research findings. 
Following the data collection process, the information was complied 
and the initial analysis was conducted. To protect the identity of the 
participants, the data was coded and categorized by the general themes that 
emerged.  A secondary review of the data resulted in further classification of 
the information into sub-themes. As a result of the analysis, conclusions were 
formed and recommendations emerged. 
 
5.1 Summary of the Results 
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1. The Torrance Tests of Creativity was administered to the sample 
population in the study to measure various aspects of creative thinking. The 
scores from the overall creativity index, calculated by pooling the creative 
strength rating of the average standard score of the dimensions assessed 
(fluency, originality and elaboration) were compared. The results indicate that 
teachers in this sample population demonstrated creative abilities and have the 
potential to produce a large number of innovative and unusual ideas in the 
classroom. 
2. The Early Language Literacy Classroom Observation (ELLCO) 
analyzed classroom practice and the dimensions of effective teacher practice of 
the participants in the study. The components of the ELLCO were examined by 
group. The results of the data indicate that although teachers in the sample 
population had the appropriate literacy environment (books, writing materials, 
and equipment), teachers in the sample population are not using these 
materials to engage students in literacy activities such as book-reading and 
writing sessions with great frequency. 
3. A correlation coefficient provided the statistical index for estimating 
the strength of a relationship between the Torrance Tests of Creativity and the 
Early Language Literacy Classroom Observation. The results of the revealed 
that teachers scoring the highest in the area of creativity were more likely to 
engage in effective practices in the classroom. The data further indicated that 
teachers scoring the highest on the creativity index demonstrated a greater 
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ability to develop and embellish upon ideas using the curriculum and 
materials in the classroom environment.  
4. Ten percent of the teachers scoring the highest on the Torrance Tests 
of Creativity were interviewed. These five participants responded to questions 
regarding their background, experiences related to change and their reflection 
on the change experience. Salient themes emerged from the interviews. The 
data revealed that teachers viewed change as difficult, frustrating and 
overwhelming. However, in spite of the change that has occurred in the 
district, teachers were willing to deal with the change due to their love for 
students. The data indicated that the teachers in this study were able to more 
effectively deal with change as a result of being able to talk about change with 
colleagues, family and the building principal. Finally, the teachers indicated 
that change caused them to reflect upon their teaching practice. 
5.2 Discussion 
 
 1. The first conclusion is that there is a correlation between teachers’ 
style or creativity and their practice or effectiveness. Teachers’ practice and 
style help teachers deal with organizational change. Despite the litany of 
change that has taken place over the years, teachers have been at the helm of 
the implementation. The constantly changing environment requires that 
teachers are creative in their approach to problem solving. Teachers that use 
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creativity and creative problem solving, more effectively deal with change. 
Teachers using creativity and creative problem solving also demonstrate more 
effective instructional practice in the classroom. Teachers with more creative 
ability generate a large number of new, unusual and innovative ideas. Teachers 
with more creative ability demonstrate the potential to expand upon ideas in 
the classroom.  
 2. The second conclusion is that although teachers have the appropriate 
learning environment, including books, writing materials and equipment, they 
are not using these materials to engage students in learning with great 
frequency. The teacher is the main source of information and what qualifies as 
knowledge in the classroom (Elmore, 1996). Teachers have the ability to 
determine the environment or climate of the classroom and the extent to which 
creativity is used in the classroom. The diversity of assignments and the degree 
of creative problem solving in the classroom are determined by activities 
planned by the teacher. As demonstrated in this study, the fact that teachers 
are not using materials to support the learning of students has great 
implications on overall gains and student achievement. The expanded use of 
resources and materials to engage students is far reaching. This outcome of this 
study is consistent with the results of a study conducted by Sanders (1996), 
which  showed the least effective teachers produced gains among low-
achieving students of about 14 percentile points during a given year, while the 
most effective teachers demonstrated gains among low-achieving students that 
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averaged 53 points. The impact of effective teachers and their practice has 
dramatic implications. 
 3. The third conclusion is that although teachers view change as 
difficult, frustrating and overwhelming, they find creative ways to cope with 
the continuous change in the school district. In spite of the on-going change, 
teachers are willing to deal with change because of their love for students. The 
Education Trust (1999) stresses that effective or quality teachers have a 
relentless commitment to children and to ensuring that all children learn. To 
remain supportive of the needs of their students as well as to address their 
own needs, teachers are beginning to form their own networks for dealing with 
change. According to the National Board for Professional Teaching Standards, 
one of the core propositions that summarizes good teaching is the fact that 
teachers think systemically about their practice and learn from experience. This 
study reveals that teacher have learned how to deal with change as a result of 
their experience.  The triangulation of data, including in-depth interviewing, 
supports this conclusion. 
 
5.3 Limitations of the Study 
 
 It should be noted that this study had two specific limitations with 
respect to examining the relationship among teaching practice and style during 
111 
a period of organizational change. The first limitation was that the study only 
focused on teachers of grades 1, 3, and 5 in one region of the School District of 
Philadelphia. Having a larger sample population would have provided a 
broader population from which generalization could have been drawn. 
 The second limitation is that only ten percent of the participants scoring 
the highest on the Torrance Tests of Creative Thinking were interviewed. To 
enhance the possibility that this study may be informative in other contexts, 
the researcher provided rich descriptors of teachers and their responses to their 
experiences related to change and their teaching practice. The rich detail will 
help others identify with similar situations. 
 
5.4 Implications for Research and Practice 
 
 There are several significant points to be drawn from this research. The 
first is that creativity is a strength during a time or period of change. Carson 
and Runco (1999) explain that it is important for individuals to have 
opportunities to develop creativity and creative problem solving to increase 
coping abilities. These researchers further explain that creative problem 
solving is necessary for the resolution of tension and disequilibrium, which 
contributes to daily challenges. In addition, divergent thinking is an important 
concept in understanding creativity. Divergent thinking leads to new solutions 
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to problems and encourages the unknown or novel ideas (Guilford, 1970). 
Teaching creativity or divergent thinking may have a profound impact on 
student achievement.  
According to Torrance (1994), creativity is a vital part of the educational 
process of “learning how to learn” (p.39). If creativity or style is important in 
learning how to learn, then training teachers to understand how to use 
creativity will help us comprehend the impact that teachers have on student 
achievement. Teaching creativity and divergent thinking may also have 
significant implications for designing pre-service programs and for supporting 
the reflective practice of teachers.  
Second, this study has significant implications for professional 
development and teacher training. Student learning in this country will 
improve only when we focus our efforts on improving teaching (National 
Commission on Teaching, 1996). Teachers and teacher quality are critical to the 
success of students. Research confirms that teacher knowledge of subject 
matter, student learning, and teaching methods are all-important elements of 
teacher effectiveness (Darling-Hammond, 1996; Haycock, 1998). As this study 
reveals, broadening teachers’ understanding of how to maximize the use of 
materials and activities designed to engage students in learning is essential.  
A third significant point of this research is that the voices of teachers 
need to be valued to help teachers cope with change. Teachers are at the core of 
this litany of change. Further research is needed to develop an infrastructure 
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designed to assist teachers with understanding and dealing with change. 
Involving teachers in action research, study groups and peer-related activities 
will serve as important vessels for helping teachers deal with change. Teachers 
must be supported if they are to provide effective practice during this 
successive wave of change. 
Finally, this research study demonstrated that teachers adapt their own 
style to provide good educational practice during a period of organizational 
change. This research also showed that teachers’ creative ability has an impact 
on student learning. This study creates new knowledge in understanding the 
vast implications of effective teacher practice and style during a period of 
change. It is hoped that this study will be a useful tool for teachers and 
administrators as change remains at the core of urban school districts.  
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Appendix A:  Consent to Take Part in a Research Study 
 
       Subject’s Initials:_____ 
         Page 1 of 4 
Drexel University 
Consent to Take Part in a Research Study 
 
1.    Subject Name ________________________________ 
 
2.   Title of Research: Teaching Practice and Style in the Context of Change in 
an Urban School District 
 
3.   Investigator’s Name:  Elizabeth L. Haslam 
4.   Consenting for the Research Study 
This is a long and important document. If you sign it, you will be authorizing 
the Drexel University and its researchers to perform research studies on you. 
You should take your time and carefully read it. You can also take a copy of 
this consent form to discuss it with your family member, physician, attorney or 
any one else you would like before signing it. Do not sign it unless you are 
comfortable in participating in this study.  
 
5.  Purpose of this Research   
You are being asked to participate in a research study. You are being asked to 
participate in this study because you are a certified elementary school teacher 
of grades 1,3 or 5. School districts are constantly confronted with change 
stemming from the social, economic and political pressures of our society. 
Change such as this greatly impacts the core of school organizations. The 
purpose of this study is to explore if there is a relationship between teachers’ 
educational practices and their style during a period of change in the school 
district.  
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Subject’s Initials:_______ 
         Page 2 of 4 
6. Procedures and Duration 
 
You understand the following things will be done to you. You will be asked to 
take the Torrance Tests of Creative Thinking, a twenty minute paper and 
pencil assessment and an Early Language Literacy Classroom Observation, a 
twenty minute checklist which examines classroom practices. Approximately 
5-10 participants will be asked to respond to twelve questions by related 
experiences in an individual interview sometime during the month of April 
2003. The objective of the interview is to understand the participant’s views. 
The interview consists of a three-part process. The first asks the participant to 
narrate his or her personal history relative to the topic. The second brings the 
narrative into the present, with a focus on specific details of the participants’ 
experiences on the topic. The third asks participants to reflect on the meaning 
of their experiences. The interview will take up to 60 minutes. 
 
7. Risks and Discomforts/Constraints 
 
The risks for this study are minimal. There may be some very moderate anxiety 
that is generated by discussing personal experiences in the context of change. 
 
8. Unforeseen Risks  
 
It is unlikely that there will be any unforeseen risks. In the event that a 
participant becomes disturbed by the process, participation may be 
discontinued. 
 
9. Benefits 
 
There may be no benefits from this study. However, the findings may have the 
potential to expand your understanding of coping with change.   
 
10. Alternative Procedures  
 
There are no alternative procedures or treatments in this study. However, the 
overall findings from this study will be published in hard copy, microfiche, 
and digital copy which will be housed at Drexel University’s Hagerty Library 
(www.library.drexel.edu). 
 
11. Reasons for Removal from the Study 
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You may be required to stop the study before the end for any of the following 
reasons:   
 
 
         
Subject’s Initials:_______ 
 
         Page 3 of 4 
 
If all or part of the study is discontinued for any reason by the investigator, 
University or government agencies. 
 
 
12.   Voluntary Participation 
 
Volunteers: “ Participation in this study is voluntary, and you may refuse to be 
in the study or stop at any time.” 
 
13.   Stipend/Reimbursement 
 
There is no stipend or reimbursement for participating in this study. 
 
14.   Responsibility for Costs 
 
The investigator is responsible for all costs associated with this study. There 
will be no costs to participants. 
 
15.   In Case of Injury 
 
If you should have any questions or believe you have been injured in any way 
by being in this research study, you should contact Dr. Elizabeth Haslam at   
(215) 895-6770. If you are injured by the research activity that is underlined in 
section 6 (or 7 accordingly) above, we will reimburse you for the reasonable 
costs of medically necessary treatment that is mot covered by your health 
insurance or plan.  This agreement to reimburse you does not include 
treatment for any injury that is not a result of the research activity. No other 
payment can be made. If you are injured or have an adverse reaction, you 
should also contact the Office of Research Compliance at (215) 762-3453. 
       
16.   Confidentiality 
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All data obtained in this study will be kept confidential. In any publication or 
presentation research results, your identity will be kept confidential, but there 
is a possibility that records which identify you may be inspected by authorized 
individuals such as the School of Education, the Institutional Review Board 
(IRB), or employees conducting peer review activities.  I consent to such 
inspections and to the copying of excerpts from my records, if required by any 
of these representatives. 
 
 
 
 
 
 
Subject’s Initials:_______ 
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17. Other Considerations   
 
If new information becomes known that will affect you or might change your 
decision to be in this study, the investigator will inform you. If you have any 
questions at any time about this study or want your rights as a research 
subject, you may contact Dr. Haslam  (215) 895-6770 and the Office of Research 
Compliance at (215) 762-3453. 
 
18.    Consent 
 
•  I have been informed of the reasons for this study. 
•  I have had the study explained to me. 
•  I have had all of my questions answered. 
•  I have read carefully read this consent form, initialed each page, and          
      received a signed copy. 
 •  I gave consent voluntarily. 
 
__________________________________________   ___________    
Participant/Authorized Representative          Date      
 
_______________________________________________  ___________ 
Investigator or Individual Obtaining this Consent        Date 
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______________________________________________     ___________ 
Witness to Signature             Date 
 
 
List of Individuals Authorized to Obtain Consent 
 
 
Name    Title  Day Telephone 24 Hour 
Telephone 
 
Dr. Elizabeth Haslam Education  (215) 895-6770 (215) 895-6770 
    Field 
    Coordinator   
 
Janet C. Samuels  Co-Investigator (215) 471-2271 (215) 471-2271 
 
 
Appendix B:  Torrance Tests of Creative Thinking – Scores 
128 
 
129 
130 
131 
132 
133 
 
134 
 
Appendix C:  Interview Protocol 
 
Project: Teaching Practice and Style During a Period of Change 
Time of Interview: 
Date: 
Place: 
Interviewer: 
Interviewee: 
 
Questions: 
Background/Personal History 
How did you come to teach in the School District of Philadelphia? 
How were you assigned to this school? 
Is the school that you are assigned to a partnership or a non-partnership school? 
What grade level do you presently teach? 
What is your current level of education? 
How many years of experience do you have as a teacher? 
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How did past experiences prepare you for teaching? 
 
 
 
Experiences Related to Change 
Describe what the classroom experience is like for you. 
What types of experiences do you have that are related to the changes that are 
taking place within the school district? 
 
Reflection on the Change Experience 
Given the status of the school district, how do you cope with the changes that 
have taken place?  How do you understand change in your life? 
How have the changes within the school district affected your teaching? 
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Appendix D: Overview of the Early Literacy and Language Classroom 
Observation (ELLCO) 
 
 
 The Early Literacy and Language Classroom Observation (ELLCO) is a 
classroom observation and teacher interview protocol designed to gather data 
regarding effective teacher practice. The ELLCO provides a vehicle for 
identifying the practices and environment that supports and nourishes children’s 
development in the classroom. The ELLCO may be used in school improvement 
planning, supervision, professional development and research. 
The ELLCO is an effective tool for promoting teacher practice reflection 
and collective responsibility for teaching and learning. The ELLCO assists 
teachers with identifying critical elements of effective instruction. The ELLCO 
serves as an excellent catalyst for promoting discussions about student 
achievement and instructional practice. 
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Philadelphia, oversees the teaching and learning of more than 17,000 students in 
the public school system. Since her appointment with the School District of 
Philadelphia in 1980, Ms. Samuels has worked as a teacher, academic facilitator, 
elementary school principal, cluster leader and area superintendent.  Prior to 
joining the School District of Philadelphia, Ms. Samuels worked for two years as 
a teacher with the New Castle County School District in Delaware.   
As a school administrator, Ms. Samuels has received the Rose 
Lindenbaum Principal of the Year Award and the Schoolmen’s Club of 
Philadelphia President’s Award for recognition of her distinguished service on 
behalf of the children of the School District of Philadelphia. 
 Ms. Samuels completed her undergraduate studies at Millersville 
University in 1977, where she received a Bachelor of Science in Education. After 
graduating from the Pennsylvania State University in 1982 with the degree of 
Master of Public Administration, Ms. Samuels obtained her principal’s certificate 
and superintendent’s letter of eligibility from the University of Pennsylvania.  
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Pennsylvania with her husband and son. 
  
